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ABSTRACT 
The purpose of this study was to determine what effects, if any, No Child Left 
Behind, and the economic downturn starting in 2008, had on the staffing, scheduling, 
instructional time, and funding of Massachusetts' public school instrumental music 
programs between 2002 and 2009. This study also attempted to document some of the 
anecdotal evidence on the state of instrumental music programs in Massachusetts. 
It was theorized that NCLB and the economy had some effect on instrumental 
music programs. The study employed a survey design in order to investigate instrumental 
music teachers' and music, fine arts, and performing arts directors' perceptions of these 
changes, if any. A researcher-designed questionnaire was sent to instrumental music 
teachers and directors to gather data on the staffing, scheduling, instructional time, and 
funding of their programs. Closed and open-ended response items were used to gather the 
data. 
The questionnaire was distributed via email over three weeks yielding 81 usable 
responses. One-sample t-tests were used to determine the statistical difference in the 
v 
means for staffing levels, the number of students enrolled, and instructional minutes 
between the 2002-2003 and 2008-2009 school years. Data from the open-response items 
was coded and analyzed to determine the respondents' perceptions of changes to their 
programs. 
The findings demonstrated statistically significant changes in staffing levels 
between the two years in question. Changes in the number of instructional minutes were 
statistically significant at the elementary and high school levels, but not at the middle 
school level. The effect of standardized testing on instructional minutes was also 
statistically significant at the middle and high school levels. 
NCLB and the economy affected funding of instrumental music. The number of 
districts collecting fees for instrumental programs increased significantly between the two 
years. Money was increasingly directed away from music programs to fund reading and 
math positions. Funding cuts affected staffing, class sizes, and equipment purchases. 
Recommendations for application of these findings and suggestions for further research 
are included. 
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CHAPTER 1 
INTRODUCTION 
Societal changes, educational movements, and federal education policy have 
played a role in shaping music curriculum in the United States. Various trends from the 
Progressive education movement at the beginning of the 20th century to the standards-
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based reform movement in more recent years have affected curriculum content, methods, 
and goals related to music education. Historically, instrumental music education has had 
to adapt to these educational reforms and movements (Mark & Gary, 2007). 
One such reform was the No Child Left Behind Act of 2001, which was intended 
to improve student achievement in math, reading, and science (Education Week, 2004). 
Some have blamed this and similar policies for recent cuts to music programs (Morrison, 
2004). Some research showed NCLB was detrimental to other subject areas (Bartlett & 
von Zastrow, 2004). When math and reading instruction received more funds and 
instructional time, other subjects-including instrumental music-were left to compete 
for dwindling funds and instructional time during the school day (Pederson, 2007). 
Program reductions have also been blamed on shrinking state and local budgets resulting 
in a loss of positions and programs (Hurley, 2004). 
This study was an investigation into the effects of the No Child Left Behind Act 
of 2001 and fiscal pressures in the state on instrumental music programs in Massachusetts . 
By surveying current instrumental music teachers and directors rather than principals or 
other administrators, I was able to collect data from the people who were closest to the 
problem. Their perceptions of how NCLB and the financial situation affected their 
programs were of interest to me. 
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Background 
In order to understand how funding and the implementation of No Child Left 
Behind have affected instrumental music programs , it is helpful to examine the history of 
instrumental music in the public schools. Decisions made by superintendents, principals, 
and state education officials have changed the priorities of public education thereby 
affecting how instrumental music is delivered. Throughout the history of music education 
in the United States, public school instrumental music education has evolved and adapted 
to changes in education and society: Transportation, industrial bands, the military , the 
Progressive education movement, the influx of the middle class into the public schools , 
and other societal and technological changes were all early influences on the formation 
and development of public school bands and orchestras (Whitehill, 1969). Each of these 
factors not only contributed to instrumental music's becoming part of the public school 
curriculum, but also influenced the changes instrumental music had to make in order to 
stay a part of the public school curriculum. 
Instrumental music has been a part of public school music programs since the 
early 20th century. School orchestras, bands , marching bands , jazz ensembles, and pep 
bands have historically been important as the public face of music programs . Before the 
tum of the 20th century, instrumental music was not widely found in the public schools , 
but by the early 1900s, instrumental groups began appearing in high schools, either for 
credit or as an extracurricular activity; by the 1980s, 97% of high schools had a band 
(Humphreys , 1989). In order to make sense of this evolution, I discuss the influences on 
instrumental music and how they helped instrumental music to stay relevant in the public 
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schools. 
In the 1800s, professional and touring bands became popular in the United States. 
Before the Industrial Revolution, bands performed in highly populated areas , drawing 
their audience from the surrounding community . By the mid-1860s , transportation such 
as steamships and railroads brought these bands to more areas. By the mid-1890s, 
200,000 miles of railroad track connected 3500 communities across the United States, 
exposing these bands to a wider audience (Hansen, 2005). During the "Golden Age of 
Bands" (1865-1930), bands such as the Gilmore and Sousa bands played to large crowds 
all over the country (Hansen, 2005). Their concerts included orchestral transcriptions and 
marches , and often included a dazzling soloist that appealed to middle-class audiences. 
Due to the appeal of the touring bands, students became interested in studying an 
instrument, and ensembles began forming at schools taught by a music supervisor or 
other faculty member (Mark & Gary, 2007). The touring bands fell out of favor with the 
middle class with the emergence of the automobile and radio in the 1920s, but school 
bands carried on their tradition of playing more popular music such as light classics and 
marches (Whitehill , 1969). 
Other educational opportunities developed as mills around the country established 
industrial bands at the beginning of the twentieth century. The Lindale Band of Lindale , 
GA formed to maintain morale and prevent the development of unions (LeCroy , 1998). 
These industrial bands provided music lessons and positive role models for students, 
filling a void where no other musical organization existed. Students continued to study 
with the local musicians and play in groups as enrichment even after the public schools 
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introduced instrumental music in the 1940s and 1950s, (LeCroy, 1998). 
The military band influenced public school instrumental music in several ways. 
During World War I, many schools formed bands in conjunction with Junior R.O.T.C. 
programs, in response to a requirement of military training (Whitehill, 1969). After 
World War I, musicians left the military service and took teaching positions in the public 
schools (Whitehill, 1969). This new supply of teachers with military band training helped 
to elevate bands in the public schools, displacing orchestras at school functions, 
assemblies, graduations, and meetings (Mark & Gary, 2007). The band's greater mobility 
and patriotic role contributed to its change in prominence (Whitehill, 1969). During 
World War II, school bands took up the war effort by performing concerts of patriotic 
music. As a response to nationalism, William Revelli proposed that school bands perform 
patriotic music in the community once a week in order to unite the community (Hansen, 
2005). 
The prominence of the middle class also helped solidify the place of school bands 
in the public school curriculum. After World War I, the growing middle class influenced 
many aspects of American culture including musical tastes (Whitehill, 1969). With the 
middle class as the majority in the public schools, the band, jazz band, and marching 
band appealed more to their tastes through its choice of more popular music (Whitehill, 
1969). This appeal made bands more popular than orchestras. Bands have been associated 
with sports, attracting paying customers to sporting events, and enhancing their value and 
prestige to school administrators (Whitehill, 1969). 
The Holton instrument company instituted school band contests in the Midwest in 
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1919, providing prize money, trophies, and instruments (Fonder, 1987). These early 
contests were highly competitive; for some schools, these contests became the 
justification for initiating or funding instrumental music programs (Hansen, 2005). By the 
end of World War II, contests had attracted attention and support for school music and 
influenced thousands of students to study an instrument (Battisti, 2002). As the popularity 
of the contests increased, the format changed to a festival format, eliminating the 
competitiveness. These contests instilled a sense of pride in the community and elevated 
the quality of school performances (Hansen, 2005). 
During the 1920s, school districts built more schools to accommodate an influx of 
new middle-class students. Students had more choices in their studies with a more 
democratic system of electives. These new high school programs offered music during 
the school day for credit. Instrumental music was a natural fit for this new education 
meeting the criteria for new subjects-preparation for leisure activities, development of 
individual abilities and vocational and practical skills, as well as promotion of democratic 
citizenship through the performance of patriotic music (Humphreys, 1995). 
Because of the growth in instrumental music and acceptance of bands and 
orchestras as part of the school curriculum, class instruction developed to fill these new 
ensembles (Miller, 1966). Miller stated, "In general, the key to the development of 
instrumental music in democratic public education was the class method of instruction 
even though there were those conservatives who doubted its potential for developing 
enough outstanding players" (p. 12). This new method was effective in teaching 
beginning instrumentalists to play their instruments. Class instrumental music instruction 
was a feasible and efficient way to teach large groups of beginning instrumental students 
(Deverich, 1987). 
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For more than 100 years, instrumental music has been a part of the public school 
curriculum. Societal and educational changes resulted in changes to instrumental music 
programs. Professional touring bands, military bands, and school band contests inspired 
students to study an instrument. The military produced trained musicians to enter the 
teaching profession as band directors. New educational philosophy such as the 
Progressive educational movement broadened high school programs to include 
instrumental music classes in the public schools. These classes provided leisure activities 
and promoted citizenship by participating in civic affairs and playing patriotic music 
(Mark & Gary, 2007). These factors helped shape instrumental music in the public 
schools as we know it. 
The No Child Left Behind Act of2001 
Public Law 107-110, the No Child Left Behind Act of2001 (NCLB), has affected 
music education in the public schools. Some music programs experienced curricular or 
program changes that are at least partly attributable to NCLB (Herszenhorn, 2003; 
McMurrer, 2007, 2008). In many districts, there is less time available for music and other 
arts classes due to the increased academic demands of NCLB (McMurrer, 2008) . There 
are several reasons for this including time demands during the school day, the push to 
achieve Adequate Yearly Progress goals, and increased emphasis on math and reading 
skills and student test scores (Progress in Jeopardy, 2004). 
One of NCLB's primary aims is for every student to achieve or surpass state 
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standards in math and reading by 2014 (No Child Left Behind Act of2001) . In order to 
achieve this goal, the federal government requires testing students annually in grades 3-8 
in reading and math, and again between grades 10 and 12, reporting school and district 
level data on student test performance, hiring teachers that are "highly qualified" in the 
core academic areas, setting adequate yearly progress (AYP) goals for each district and 
school, and sanctioning schools that fail to achieve AYP for two consecutive years. 
Theoretically, with these requirements in place, students would be in a better position to 
be successful in school; however, it is not clear that testing students and sanctioning 
schools, help students to become more successful. Some critics find fault with 
concentrating efforts on two academic areas, or reallocating instructional time and effort 
away from high-achieving and low-achieving students toward students close to passing 
state-mandated tests (Dee & Jacob, 2010). 
Each state has produced or purchased standardized tests as a tool for annually 
measuring student progress. In addition to these tests, students in Massachusetts must 
also pass the Massachusetts Comprehensive Assessment System (MCAS) Science and 
Technology/Engineering tests in order to graduate from high school (MDESE, 2012). 
Students that do not meet or exceed the Proficiency level receive an Educational 
Proficiency Plan (EPP) that includes an assessment of the student's strengths and 
weaknesses, the courses they must successfully complete in grades 11 and 12, and 
assessments used to monitor their progress (MDESE, 2012). 
No Child Left Behind provides federal grants to be used by local schools as they 
see fit to improve academic achievement as measured by these tests. The federal 
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government requires states and districts to implement programs that have proven 
successful in improving test scores. Each school receiving federal dollars must produce a 
"report card" assessing student achievement and are used to augment and assess teacher 
quality, and accountability (MD ESE, 2012). 
States have latitude for meeting the requirements of the policy requiring that 
teachers of core subjects be considered "highly qualified." Some ways teachers earn 
"highly qualified" status are getting credit for the number of years taught in the subject 
area, college coursework, or by teaching a core subject that is their major (Hamilton et al., 
2007). To be considered highly qualified in Massachusetts, teachers of core subjects must 
pass a subject matter and basic skills tests, obtain advanced certification, and hold a 
bachelor's degree or higher (MDESE, 2012). Special education teachers who do not 
provide direct instruction to students in core subject areas do not have to demonstrate 
core subject competency (U.S. Department of Education, 2004). 
Each school in a district must meet Adequate Yearly Progress (A YP) goals in 
math and reading or the district risks sanctions for failing to achieve this two years in a 
row. Because AYP becomes more difficult to achieve over time, at-risk schools are more 
likely to be penalized. Mter the second year of sanctions, parents have the option of 
sending their child to another public school, with low-income and low-achieving students 
having priority if there is not enough funding for all eligible students to transfer. These 
transfers could lead the school to further decline by leaving the most needy students 
behind. 
To help the most needy students, NCLB includes a provision for supplemental 
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educational services. Under this provision, eligible students receive free tutoring in math, 
reading, and language arts. Students who attend a school that is in the second year or later 
of "school improvement," and meet the income limits are eligible for these services, 
which are provided either before or after school, or during the summer (MDESE, 2012). 
Since its enactment in 2002, NCLB has had a mixed impact on education in the 
U.S. Some schools have fared well, while others continue to struggle with persistent 
inequalities. In some circumstances, compliance has come with unintended consequences 
such as narrowing of curriculum-less time for social studies, foreign language, physical 
education, art, music, and recess (McMurrer, 2008). Students with special needs and 
students who are gifted and talented students are negatively affected by a one-size-fits-all 
education despite their differing educational needs (Gentry, 2006). The debate continues 
over the effectiveness of the policy, but legislators, school administrators, principals, and 
others in a decision-making position, must reflect on how this policy affects all aspects of 
education, not just test scores. 
School Funding 
It is difficult to separate funding and NCLB when looking at changes in music 
programs. Administrators have reprioritized the needs of their schools to meet the 
demands of NCLB, which can mean changes for music programs in some cases (Gerrity, 
2007). School districts get their funding from a variety of sources. Money comes from the 
federal, state, and local government either through the collection of taxes or grants. The 
federal government funds professional development for teachers or establishing remedial 
programs in math or reading for students (U.S. Department of Education, 2010). Funding 
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for NCLB provides more money to hire additional teachers or tutors to staff remedial 
classes, but in some cases programs such as art, music, physical education, social studies, 
and foreign language have resources diverted in order to fund mandates from the state or 
federal government (Pederson, 2007). 
School districts have felt the effect of the economic slowdown and tax-cutting 
measures on school funding. In the early 1980s, Proposition 2~ in Massachusetts and 
Proposition 13 in California limited the money that cities and towns could collect in 
property taxes, which are a major source of funding for local budgets. During the first 
year of Proposition 2~ in Massachusetts, the public schools bore a disproportionately 
higher amount of budget reductions compared to police, fire, and public works. The 
budget cuts affected primarily visual art, music, libraries, and industrial arts programs 
(Morgan, 1982). More recently, a ballot question seeking to cut the state sales tax in 
Massachusetts has appeared three times. This potential tax cutting measure would have 
put more pressure on strained state and local budgets forcing cuts and layoffs at the state 
and local level and exacerbating federal cuts (Schworm, 2010). 
Local budget cycles have an effect on school district funding. Between 2008 and 
2012, the state of Massachusetts experienced decreased tax revenues at the state and local 
level due to a poor economy (Ross, 2008; Viser, 2009). Decreased state funding impacted 
all areas of school districts' budgets (Schworm, 2010); for example, schools are now 
charging fees for programs that were formerly included in the budget such as busing, full-
day kindergarten, music, and sports. The Massachusetts Public Schools Survey of Fees 
(Hawkins , 2009) has tracked the increased implementation of fees in Massachusetts' 
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school districts since 2006. Fees for instrumental music range from $75-$500 per year. 
The authors of Progress in Jeopardy: A Report on the State of Funding in 
Massachusetts (2004) reported on cuts that reduced parts of school districts' budgets. In 
some cases, these budget reductions led to the loss of entire programs, staffing cutbacks , 
increased class sizes, and most relevant to this study, cuts to instrumental music programs. 
Many music programs experienced staff reductions, postponed large purchases, or 
instituted fees for instrumental music (Progress in Jeopardy, 2004). Surveys conducted 
annually by The Instrumentalist from 1977 to 2006 have tracked the changes in 
instrumental music budgets, finding that fundraising has had to become an increasingly 
larger part of the budget (2006 Survey of School Music Budgets, 2006). 
Because of these strictures, school district administrators have had to make 
difficult decisions about what programs deserve funding and what will be cut. Whatever 
the source of funding, instrumental music programs are competing for dollars with other 
programs, forcing some instrumental programs to downsize, move out of the school day, 
or become fee-based. Music programs continue to adapt in order to stay viable in this 
educational climate, but it is not clear that these adaptations are sustainable in keeping 
instrumental music available to all students who want it. 
Rationale 
No Child Left Behind has altered many aspects of education including 
instrumental music, and the impact of the legislation continues to be felt. Some feel that 
NCLB has improved education in reading and math , as demonstrated by improved test 
scores , while others perceive this focus neglects other areas since assessments of non-
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tested subjects, resources, and instructional time decreased from 2001-2005 (Pederson, 
2007). Curriculum, funding, and student participation in music programs have also been 
impacted by this policy (Heffner, 2007). 
Funding concerns are particularly acute and exacerbated in times of crisis, with 
many areas of education competing for the same dollars. Budgets for the arts have 
decreased due to expanding budgets for tutoring and test preparation in reading and math. 
Because of the economic downturn, states are collecting less revenue than in years that 
were more prosperous and in many districts , music programs were particularly affected 
by this reduction of funding (Morrison , 2004; Progress in Jeopardy, 2004). 
Research on educational policy should measure the effects of NCLB, not just on 
reading and math scores, but also on other areas of education, such as social studies, 
physical education, and the arts. This study will deepen music educators understanding of 
how NCLB and funding have affected instrumental music programs. Its methodology 
goes beyond anecdotal evidence by comparing data from Massachusetts' programs in two 
different school years, examining how scheduling, instructional time, and staffing 
changed in the years since NCLB's implementation. A more accurate depiction of 
instrumental music programs in Massachusetts combined with studies from other states 
will provide music educators, policymakers, and those responsible for allocating funds , 
evidence of how programs are coping under NCLB and funding cuts, and the affects on 
music student learning. Additionally, this study's adoption constitutes a perspective 
different from other studies, which have focused on the principal's perspective (Gerrity, 
2007). 
Purpose and Research Questions 
The purpose of this study is to identify changes during a period in which NCLB 
was first implemented and during a period of decreasing financial capacity, as well as 
how those changes affected Massachusetts public school instrumental music programs 
between the 2002-2003 and 2008-2009 school years. More specifically, this study will 
address the following research questions: 
1. Did staffing of instrumental music programs in Massachusetts ' s 
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public schools change between the 2002-2003 and 2008-2009 school years? 
2. Did the time at which instrumental music classes were offered change 
between the 2002-2003 and 2008-2009 school years? 
3. Did changes in music fees impact instrumental music programs between the 
2002-2003 and 2008-2009 school years? 
4. Did instructional time for instrumental music in Massachusetts's public 
schools change between the 2002-2003 and 2008-2009 school years? 
In the following chapters, I will present a review of the literature pertinent to the 
present study (see chapter 2) and a description of the methodology used in the research 
(see chapter 3). Chapter 4 presents the analysis of the data. Chapter 5 summarizes the 
conclusions and implications of the study and presents some suggestions for further 
research. 
CHAPTER2 
REVIEW OF LITERATURE 
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The No Child Left Behind Act has significantly influenced educational policy in 
the United States since 2001. One of the purposes of the law is to close the achievement 
gap between students-particularly between minority and non-minority students, and 
between students with disabilities and students without disabilities (Abernathy, 2007). 
High-stakes testing and accountability policies were implemented to help states meet the 
required standards . Because federal funds cover only part of the costs of implementing 
NCLB, state and local governments and school districts are responsible for covering the 
rest (Abernathy, 2007). Dee and Jacob (2010) found that from 1999 until 2000, NCLB 
increased average school expenditures by school districts by $570 per pupil or 6.8%, 
from the 1999-2000 mean of $8360 with the majority of the local money going towards 
educational support and direct student instruction. The increased expenditure was not 
matched by increases in federal support. 
In the first part of this chapter, I review the literature covering many aspects of 
NCLB including its effectiveness in improving student achievement, the unintended 
consequences of the act, such as curricular narrowing, and the inadvertent effect on arts 
and music programs. In the second part of the chapter, I review the literature on school 
funding, particularly the effect on financing arts and music programs, and the 
increasingly common practice of instituting user fees for these programs . The literature 
on the effects of financial constraints on music programs is sparse, but there are studies 
that examined how certain states are coping with this problem. 
15 
No Child Left Behind 
Researchers studying No Child Left Behind's effects on education have produced 
several studies in the past decade. The research includes the effects of Texas' high-stakes 
testing Initiative (Bohmstedt & O'Day, 2008) and NCLB's relationship to changes in the 
achievement gap, accountability of schools and school districts, and its impact on quality 
of hiring and instruction between states (Walsh, 2004). Researchers also studied the 
influence of NCLB on both special needs students (Katsiyannis, Zhang, Ryan, & Jones, 
2007) and gifted students (Gentry, 2006; Henley, McBride, Milligan, & Nichols, 2007). 
The Prototypes of No Child Left Behind 
Chicago was one of the first urban school districts to institute high-stakes testing 
in the 1990s (Jacob, 2005). Students in the Chicago Public Schools were required to pass 
the Iowa Test of Basic Skills in reading and math in grades 3-8 and 9-11 to be promoted 
to the next grade. Performance benchmarks were simple and clearly defined: Schools had 
to have an increasing percentage of students at or above the national average to avoid 
being put on probation. Like NCLB, this school based initiative relied on annual test 
scores, establishment of targets that increased over time, and identification and 
sanctioning of schools not meeting the targets. Student data were then checked over time 
to track student progress. O'Day (2008) researched the initiative's effectiveness by 
interviewing teachers, analyzing school improvement plans, and analyzing school case 
studies. Because these strategies focused attention on student outcomes, the school 
improvement plans provided data on the allocation of resources, but relied too heavily on 
negative incentives and a top-down approach toward school accountability. 
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Another prototype for NCLB was the program developed in Texas starting in the 
mid-1980s whereby educational reforms shifted control away from the schools towards a 
"business-controlled management accountability system" (McNeil, 2000, p. 728). The 
Texas Assessment of Academic Skill (T AAS) emerged from this business-style 
management system. A resultant new curriculum centered on test preparation and 
resources were spent on test preparation materials (McNeil, 2000). Test scores became 
the sole factor by which student achievement was measured, and students in low 
achieving schools-which were predominantly minority populated-spent more time on 
test-preparation skills than did schools serving white, middle-class students. 
The Texas accountability system has undergone several name changes since 
implementation in the 1980s but the trajectory toward standardization has been consistent. 
Originally called the Texas Assessment of Basic Skills (TABS), it became the Texas 
Educational Assessment of Minimum Skills (TEAMS) and then in 1990, the Texas 
Assessment of Academic Skills (TAAS). The basic premise remained the same: Students 
had to pass reading, math, and writing tests in order to be promoted (Ullrich, 2001). 
Despite concerns of curricular narrowing and inflated test scores , standardized test scores 
had improved, and Texas students made gains above the national average on the National 
Assessment of Educational Progress (NAEP). 
Haney (2000) disputed TAAS's validity. Although the number of Texas students 
identified as having special needs doubled from 1994--1998, they were not counted in the 
school accountability rating. Additionally, larger numbers of students were retained after 
not passing TAAS and failed to graduate on time. Accounting for these discrepancies 
minimized Texas' gains in NAEP scores, placing the results in line with the national 
average. 
The Effectiveness of No Child Left Behind 
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Flexibility in defining A YP as mandated in NCLB allowed some states to redefine 
test score categories by lowering the scores for each rank to make it appear that more 
students were passing state tests (Ryan, 2004). Louisiana, Colorado, Connecticut, and 
Texas-among other states-used this practice so that more students would be 
considered proficient. Instead of raising standards, these states lowered standards (Ryan, 
2004). 
The Brickland Independent School District, an urban school district in Texas with 
an economically disadvantaged, minority population, changed its policies and practices in 
response to the "Student Success Initiative" (SSI), which required third graders to pass a 
reading test before entering fourth grade. Booher-Jennings (2005) used the school as a 
case to investigate the adoption of data-driven decision making in order to improve test 
scores. The teachers consciously divided students into three groups: safe, suitable for 
treatment, and hopeless. Students identified as belonging to the latter group were often 
referred for special education in order to remove their low scores from the accountability 
group, diverting resources to students in the middle group who were close to passing. 
Some of the latter suitable for treatment students were targeted for one-on-one or small-
group help in class, extra time with a literacy teacher, after-school or Saturday tutoring 
sessions, or summer school programs. Furthermore, music, physical education, and 
library teachers intervened to work with bubble students in small groups instead of 
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teaching their subjects. This strategy reflected an emphasis on overall student test scores 
to improve the school's rating (and secure future funding), rather than to help individual 
students who were at risk of being left behind. 
The Houston Independent School District, which serves largely minority and low-
income communities, used exemptions to pad their test scores (Booher-Jennings & 
Beveridge, 2008). In 2004, Texas amended its "accountability subset" so that the test 
scores for special education, Limited English Proficient (LEP) students, and new arrivals 
and recent departures would not count towards the district's overall scores. By exempting 
these students, Houston increased the district's pass rate, but if all students were tested, 
the pass rate for individual schools and the district would have been significantly lower. 
Booher-Jennings & Beveridge (2008) examined a longitudinal data set for six school 
years that included Texas Assessment of Knowledge and Skills (TAKS) scores and 
Stanford 10 scores. They found that Houston used exemptions strategically by taking into 
account a students' likelihood of passing these tests. Using descriptive statistics , the 
researcher compared the official test results for reading and math to the results if all 
student scores were counted. The mean passing rate for math fell almost eight points and 
the reading pass rate fell almost nine points. 
Two studies conducted by researchers at the Rand Corporation in 2007 and 2008 
investigated the implications of NCLB legislation for education in California, 
Pennsylvania, and Georgia (Hamilton, et al., 2007). Using surveys and case studies , the 
researchers determined that administrators pushed the use of test data for educational 
decision-making. Teachers needed more professional development time to interpret and 
19 
deal with the large amounts of data. The researchers also noted that accountability 
methods improved academic rigor and instruction, as well as focus on learning. However, 
teachers felt that curriculum alignment with the state standards was inadequate. Either the 
assessments included material not in the curriculum, or the assessments did not include 
important material that was in the curriculum (Hamilton, et al., 2007). In a follow-up 
study, Stecher et al. (2008) found that test results were a good measure of student 
progress. The studies also found that the standards were too difficult for some students to 
achieve, while for others, the curriculum was not challenging enough. Proficiency 
standards varied by state, with teachers focused on bubble students to the detriment of 
other students. 
Other studies have shown similar results. The Center on Education Policy (2008) 
conducted a case study of six schools in Rhode Island that served different types of 
communities (urban, suburban, and rural of various sizes). Researchers analyzed how 
teachers and administrators responded to state and federal accountability policies. This 
study differed from others in its focus on changes in curriculum and instruction in 
response to NCLB rather than looking solely at student test scores. Although the sample 
size was too small to reflect the state's demographics, the data reinforced what had been 
found in other states: Teachers reported pressure to teach to the test and devote more time 
and resources to bubble students and to tested areas (Center on Education Policy, 2008). 
Nichols and Berliner (2008) analyzed how the business model of accountability 
and efficiency was applied to education. This model uses tests to monitor and increase 
productivity without spending more money by holding schools and teachers more 
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accountable. Schools that were inefficient could be closed or taken over by a private 
company. Their conclusion was that this model works well for manufacturing because the 
input can be controlled, but it does not work well for education because there is too much 
variability in the input (learning disabilities, limited English proficiency, behavioral 
problems, etc.). 
States used different methods in order to comply with and show progress with 
NCLB. Proficiency standards varied by state, with some states, adjusting the passing 
scores for each category of their standardized tests. Many school districts focused on the 
students closest to passing the test in order to make AYP. Curriculum was adjusted to 
conform to state standards, with more resources allotted to tested subjects. Many teachers 
felt pressure to "teach to the test." No matter which method was used, the goal was to 
close the achievement gap. 
Even though music is not tested, programs were still affected by NCLB. 
Curriculum adjustments and pressure to make A YP meant less time for music instruction, 
and a reallocation of funds away from non-tested subjects (McMurrer, 2007, 2008). In 
some cases, reading or math instruction were expected to be included as part of the music 
class (Gerrity, 2007). The present study, which focuses on instrumental music, along with 
studies by Gerrity (2007) and Heffner (2007), explored the impact of NCLB on music 
programs. 
Effect on Student Achievement 
Since the introduction of high stakes testing, minority students' math and reading 
scores have improved but not at a rate sufficient to close the achievement gap (Armor, 
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2008). The achievement gap exists before minority students even enter school due to risk 
factors such as single-family households, mother's IQ, and parenting behavior. In 
Armor's study, these risk factors correlated more strongly with student achievement than 
class size or expenditures did. The gap was evident as early as kindergarten, and by the 
end of elementary school, there was little evidence that school remedial programs could 
compensate adequately for this void (Armor, 2008). This study was unique in that family 
risk factors were studied instead of in-school factors. 
The Ford Foundation funded a two-part study into performance trends on high-
achieving students in the era of NCLB. According to the data in the first part of the study, 
low-achieving students made more progress than high-achievers between 2000-2007. 
This trend was evident as early as the 1990s when accountability systems were first 
introduced. NAEP scores in math and reading showed low-performers making stronger 
progress than high-performers. This was true of minority students from urban schools as 
well as students from a more privileged background (Loveless, 2008). 
While the first part of the study focused on student achievement, the second part 
was a national teacher survey on how well schools were serving high-achieving students 
(Farkas & Duffett, 2008). The results of the survey showed that high achieving students 
were not a priority, particularly in low-income schools. Seventy-three percent of the 
respondents agreed with the statement that the students were bored and insufficiently 
challenged. Electives, humanities, and arts courses were not emphasized. Resources were 
rarely allocated to high-achievers. Furthermore, these students received less teacher 
attention, because teachers devoted more time to struggling students. Many of the 
surveyed teachers claimed they needed more training to effectively work with high-
achieving students (Farkas & Duffett, 2008). 
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NCLB and low-income students. Factors inhibiting the achievement of lower-
income students include inadequate funding, the lack of quality instruction, and limited 
choice of schools (Sanders, 2008). Title I provides government funding to assist school 
districts in meeting the needs of at risk students (What is Title I: A Parents Guide, 2012). 
However, under NCLB, funds are no longer explicitly allocated to low-income students; 
instead, the law ensures that all students receive a fair and equal education. Block grants 
are given to Title I schools to assist all students, leaving less money for low-income 
students (Sanders, 2008). Low-income schools also have trouble retaining high quality 
teachers, who prefer wealthier districts that permit more job security and creativity . 
Underperforming schools experience a higher turnover rate due to frequent restructuring, 
making it difficult to turn around a low-achieving school. Parents can choose to send 
their child elsewhere, but there is an expansive literature dating to the 1970s suggesting 
school transfer in the U.S. is ineffective. Space limitations, district restrictions for the 
transferability of Title I funds, and the reluctance of middle and high-tier schools to 
accept students from an under-achieving school for fear of hurting AYP collectively limit 
transfer choices to other low-achieving schools (Sanders, 2008). 
The effect on students with learning disabilities. The focus of NCLB was on 
increasing student achievement; however, students targeted for the most help were 
students close to passing a state mandated standardized test, leaving other groups of 
students neglected. The pressure to make AYP encouraged schools to focus on the 
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bubble students on the cusp of proficiency, rather than on the students that need the most 
help (Abernathy, 2007). When teachers focused on the bubble students, students with 
learning disabilities were at risk of being deprived the help they needed, or possibly 
excluded from testing altogether. Schools were allowed to make reasonable 
accommodations for students with disabilities, but their achievement was measured 
against students without disabilities. 
The Individuals with Disabilities Education Improvement Act (IDEA, 2004) 
includes provisions to align itself with NCLB. The goals for students with disabilities 
should be the same as the state's goal of AYP (Katsiyannis, et al., 2007). NCLB requires 
these students to be included in all assessments, with accommodations or alternative 
assessments as necessary. A student's individualized education program (IEP) must 
include "a statement of any individual modifications of State or district-wide assessments 
of student achievement that are needed in order for the child to participate in the 
assessment" (IDEA, 2004). Some states' alternative assessment programs appear 
detrimental to students with severe disabilities, with some tests aligning with state 
standards but not reporting these students' real levels of functioning, and others assessing 
students ' performance, but not aligning with state standards (Katsiyannis, et al., 2007). 
Students with emotional or behavioral disorders (EBD) have educational 
difficulties resulting in "an inability to learn which cannot be explained by intellectual, 
sensory, or health factors" (IDEA, 2004). This subset of students must be tested in the 
same manner as the general school population and accountability for this subgroup is 
counted towards the school's AYP. These students often perform below grade level and 
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are socially challenged. Teachers unfamiliar with or skeptical of these conditions may be 
reluctant to implement strategies to work with EBD students (Vannest, Temple-Harvey , 
& Mason, 2009). 
NCLB and IDEA (2004) do not specify a particular curriculum or intervention 
procedure for EBD students (Mooney, Denny, & Gunter, 2004). Mooney, Denny, and 
Gunter investigated the impact of highly qualified teachers, scientifically based teaching 
practices, A YP, and access to the general curriculum on the education of these students. 
Their conclusions were that any effect on academic instruction was indirect because 
neither act requires a specific curriculum or intervention, but have the potential to create 
quick fixes. Instructors of EBD students must be willing to identify practices that have 
empirical support. The authors found a lack of research for academic interventions and 
scientifically based research for EBD students that may affect teachers becoming highly 
qualified. 
Effects on gifted and talented students. Another group of students that were 
neglected were gifted and talented students. Since a decade before NCLB, gifted and 
talented education programs have been marginalized because of the emphasis on raising 
test scores and remediation for lower achieving students (Gentry, 2006). School districts 
across the country cut gifted and talented programs and reallocated resources to remedial 
programs. Researchers concerned about the curriculum being watered down or the pace 
slowed to accommodate slower students found that NCLB had increased the lack of 
attention towards gifted students (Henley, McBride, Milligan, & Nichols 2007). 
NCLB created a system that had no incentive to develop the talents of students 
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who had already achieved proficient status. Ironically, these high-functioning students 
were at risk of underachievement because they were not motivated, and did not 
experience the satisfaction of working hard or struggle to meet a challenge. Gentry 
(2006) recommended that NCLB be modified from a one-size-fits-all system focused on 
all students reaching proficiency to one that helps all students reach their individual 
potential by cultivating individual talents and strengths. 
Additional Consequences 
NCLB's immediate effects on education reform, with its introduction of high-
stakes testing regimes based on a punishmentJreward system have been well documented. 
As the first generation to have been educated entirely under this system turns college age, 
a number of unintended consequences of this method and the law's wider implementation 
are becoming apparent. Curricular narrowing and unequal access to a school's full 
curriculum are the two chief consequences, but even recess time has been affected by 
NCLB. 
Curricular narrowing. Some principals required prescriptive teaching 
techniques in order for more students to pass standardized tests. For example, in some 
states, teachers were expected to deviate from their regular curriculum for three months 
so students could learn test-taking skills such as how to "bubble in" answers. Expensive 
test prep materials were purchased in order to drill students on what they would need to 
know for the exams (McNeil, 2000). Therefore, the reliance on content that appears on 
standardized tests as curriculum represents a lost opportunity to teach other marginal yet 
important subjects that could represent future careers or college majors. 
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A report from the Center on Education Policy focused on improving scores in low 
achieving urban districts (McMurrer, 2007). Math and reading scores improved due to 
increased instructional time in these subjects but this extra instructional time came at the 
expense of other subjects. Social Studies, science, foreign language, art, music, and 
physical education all had instructional time either reduced or eliminated . Some districts 
increased time for math by an average of 89 minutes per week, and reading by an average 
of 141 minutes per week. Instructional time for social studies, science, art, music, and 
physical education decreased by a combined 145 minutes per week, a 32% decrease 
following the implementation of NCLB. 
Twenty-five states reported a reduction in resources and time for subjects such as 
social studies and the fine arts that are not tested (Pederson, 2007). In some states, 
resources were removed altogether for fine arts while subjects such as social studies were 
reduced. Several states added science, while other subjects such as social studies were 
dropped from assessments. Themes such as a reduction in resources and time for non-
tested subjects, and an increase in integration of non-tested subjects into tested content 
areas also emerged from the survey (Pederson, 2007). 
No Child Left Behind and the Arts 
The No Child Left Behind Act includes the arts as a core academic subject (No 
Child Left Behind Act of 2001, §. 5551(a)). Despite this designation, the arts are not 
emphasized in many school districts, which has affected the amount of instructional time, 
and the amount of funding devoted to them. 
Data collected from a survey of 547 elementary principals in Virginia were used 
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to determine whether the amount of time spent on music, art, and physical education had 
any effect on academic achievement (Wilkins et al., 2003). Based on the results of the 
study, allocating less time on the arts and physical education did not correlate with 
greater success on state tests. The relationship between arts/physical education time and 
higher test scores was not statistically significant. In fact, the results indicated a positive 
trend suggesting students taught by an arts specialist may do better on standardized tests 
in core subjects. 
One strategy pursued by some school districts to keep the arts as a viable part of 
the curriculum is to integrate them with other subjects. In this model, the arts can be 
coequal or subservient to another discipline. Under coequal integration, arts education is 
given equal consideration within the other subject area, whereas subservient integration 
uses the arts to enhance other subjects, but in lower level cognitive activities with little 
value, vis-a-vis arts learning goals (Mishook & Kornhaber, 2006). Wealthier, more arts-
focused schools were more successful in maintaining a coequal curriculum featuring the 
arts as a partner in learning. Schools from poorer districts with lower test scores were 
more likely to resort to the subservient approach to integration. 
An investigation into NCLB's impact on the arts in a school district in rural Ohio 
revealed that arts and non-arts teachers found instructional time and classroom practices 
had changed due to the legislation's requirements (Spohn, 2006). Increased time for math 
and language arts instruction led to reductions in general music at the middle school. 
General music was previously offered to the entire student body, but now was offered 
only to students not participating in band or chorus. Music instructional time in the 
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elementary schools was threatened with further cuts if math scores did not increase. At 
the high school level, art classes were reduced when the number of instructional periods 
decreased from nine to eight in order to add five minutes to each class period. This study 
was useful in determining how NCLB affected curriculum, but was limited to a single 
school district, and therefore may not be generalizable to other school districts or states. 
Some districts require that part of an instructional period in every subject should 
be devoted to reading or math, or that students should be pulled out of other subjects for 
additional math and reading instruction. Sixty percent of the principals surveyed in Ohio 
expected music teachers to include reading or math during music class. Although the 
number of minutes for music was not reduced per se, instructional time was reduced due 
to the inclusion of reading or math lessons (Gerrity, 2007). 
In 2007, the National Education Task Force was formed to advocate for children. 
One of the tasks for the Committee on the Arts was to replace the language of the original 
NCLB Act with language that emphasized the importance of the arts in human 
development. Among the recommended changes was the inclusion of 90 minutes of arts 
instruction per week with an arts specialist. Furthermore, this instruction should not be 
interrupted in order to tutor students in other subjects or prepare them for assessments in 
other areas (Fehr, 2008). 
The Department of Education surveyed elementary teachers regarding the amount 
of instructional time for the arts between the 2004--2005 school year and the 2006-2007 
school year. The amount of instructional time for the arts stayed the same for 90 percent 
of the respondents between the two years in question (United States Government 
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Accountability Office, [USGAO], 2009). Schools identified as needing improvement or 
had a high percentage of minority students were more likely to report decreases in arts 
instruction. In addition, schools with a high percentage of low-income, English language 
learners had a larger decrease in arts instruction time. State arts education officials have 
claimed that the main barriers to providing arts education are decreased state and local 
funding and the demands placed on instruction time by NCLB proficiency standards. In 
some cases, principals had to double the allotted time for reading and math, or pull 
students out of arts classes for remediation work. These time pressures made it difficult to 
convince principals to continue offering arts courses because the arts were not a tested 
subject. 
There were, however, limitations in the information the Department of Education 
survey provided (USGAO, 2009). The survey was only sent to elementary school 
teachers, not middle school, or high school teachers, and did not examine the reasons for 
the differences in instructional time. It also did not take into account whether arts 
programs were offered on an after-school basis. 
Instrumental music programs can be particularly vulnerable to institutional or 
curricular downsizing for a variety of reasons such as difficulty in scheduling, budget 
concerns, or academic requirements (Abril & Gault, 2008). Many elementary 
instrumental programs pull students out of class for their weekly music lesson or 
ensemble meeting and principals are wary of students missing valuable instructional time 
(Sanders, 2001). Several studies have documented the effect of NCLB on music 
programs. 
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DiLullo (2003) mailed a questionnaire to 244 music directors and elementary 
instrumental music teachers in Massachusetts asking them to indicate the grade level that 
instrumental music lessons began, when the lessons were scheduled, if a fee was charged 
for lessons, and current staffing levels. Of the teachers who responded, 90 percent 
indicated that their district offered instrumental music lessons. In the schools no longer 
offering instrumental music, the most frequently cited reasons for not offering the 
programs were budget cuts, administrative decisions, and the Education Reform Act 
(DiLullo, 2003). 
A similar decline in music programs between 1999 and 2004 in the state of 
California was documented in a report published by the Music for All Foundation. NCLB 
was cited as one of the likely causes for the decline in music: 
Many low-income, low-performing elementary schools have curtailed or 
eliminated general music, and in some cases, instrumental music, because of the 
demand placed on teachers and administrators by the state of California to 
improve Academic Performance Index (API) scores. Additionally, elementary 
schools throughout the state have implemented "literacy blocks" which provide 
two or more mandatory hours of specialized instruction in reading and/or math 
during which no other activities (i.e. music instruction) may take place. (Morrison, 
2004,p. 17) 
Morrison (2004) also cited budgetary woes as another likely cause of for the 
decline in music, but stated that the issue is more complex: 
In reaction to interpretations of testing mandates in a narrow range of subjects, 
combined with budget shortfalls, certain music curricula have been adversely 
impacted because they represent single, relatively expedient targets for cuts. (pp. 
17-18) 
Disadvantaged students are often among those pulled from arts courses for 
additional math or reading instruction (Rydeen, 2005). Although the additional 
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instruction has addressed some of the students' deficiency in reading and math, the 
opportunity cost of this strategy had created different inequities in the arts. In Oakland , 
CA, students not meeting district or state standards were pulled from music class for 
extra work in reading or math. Music classes no longer represent the general school 
population in three areas: ethnicity, bilingual status, and California Standards Test 
proficiency levels. Blacks, Latinos, and students performing below grade level were 
under-represented in music classes, while Whites, Asians, and students performing at or 
above grade level were over-represented (Rydeen, 2005). 
In Ohio, Gerrity (2007) asked principals about their attitudes toward music 
programs. Most of the principals surveyed viewed music favorably, but 71% of the 
respondents replied that music was of lesser importance than reading, math, science, and 
social studies despite its being designated as a "core" subject by NCLB. Gerrity found 
that 3% of the principals in Ohio "denied access to music courses to those students that 
failed or were in danger of failing the Ohio proficiency tests" (p. 54). Since the passage 
of NCLB, 6% of principals in Ohio eliminated some general music courses, keeping or 
adding band classes instead. Gerrity (2007) distilled the implication of this change: 
"Music will be at risk of becoming less democratic and more elitist, serving only those 
who elect it" (p. 74). According to Gerrity, a weaker program is one that includes a loss 
of staff. Gerrity's results showed that 83% of music programs had weakened or remained 
unchanged since the implementation of NCLB, and only17% had strengthened (p. 78). 
Interestingly, principals still viewed music programs favorably despite the high 
percentage of programs that had lost staff, reduced instructional time, limited student 
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access, or reduced course offerings. 
As the accountability demands of NCLB increase, money, instructional time, and 
staffing that would have gone to music or other arts programs had been siphoned off into 
reading and math instruction (Pederson, 2007). In an online survey of state and district 
arts supervisors from around the country on the effects of high-stakes testing on music 
programs, over three quarters of the respondents reported that music students had to drop 
a music class in order to take a remedial math or reading class. Twenty-five percent 
stated they lost instructional time because they had to teach test strategies or test items. 
Others reported that music rooms were used for testing, that they had to teach reading 
classes, and that ensembles had to switch to rehearsals outside of the school day due to 
lack of class time (Heffner, 2007) . 
Kos (2007) examined how the implementation of educational policy in the state of 
Wisconsin influenced music education programs. Using a case study approach, Kos 
investigated how revenue cap, class reduction, and standards, accountability and 
assessment policies affected music programs in two schools. It is a useful illustration of 
the pressure on schools to reprioritize based on accountability and assessment policies. At 
one school where priority was placed on raising math scores and reducing class size, 
resources were directed to the purchase and implementation of a math program and hiring 
classroom teachers; band and orchestra classes became expendable in light of the 
administration's emphasis on math and reading. In the other case, the school had a high 
population of special needs and minority students. Teachers and administrators in this 
school felt that music was necessary to the students' development and that it filled a 
cultural gap (Kos , 2007). Instrumental music was supported and funded by the school , 
but the program did experience cuts in the supply budget as well as in funding for field 
trips and guest artists. Both had to be funded through grants and could not begin until 
after testing was completed in November , or in the afternoon when it did not interfere 
with reading or math instruction. 
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Two studies by Abril and Gault (2006, 2008) examined principals' perceptions of 
music programs at the elementary and secondary levels. Principals rated certain variables 
that affected the music program in their school. Four variables had a negative effect on 
music programs: budgeting, scheduling, NCLB , and standardized testing. The mean 
scores indicated that No Child Left Behind and standardized testing had the most 
negative impact, but the majority of principals indicated that NCLB and standardized 
tests had no effect on their music program. The mean scores for scheduling and 
budgeting were not overwhelmingly negative, but they were frequently cited as a major 
obstacle to producing a higher quality program in the open-ended response portion. The 
number of open-ended responses on budgeting and scheduling indicated that when 
programs were affected by these variables, the impact was pronounced (Abril & Gault, 
2006, 2008) . The findings from these studies seem to concur with Gerrity's (2007), 
finding that principals' perceive NCLB to have either little or no effect on music 
programs. 
French (2009) used questionnaires , focus groups , and teacher interviews to study 
whether curriculum narrowing in social studies in the general classroom affected how 
general music is taught in one region's upper elementary schools . French hypothesized 
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that the decrease in time devoted to social studies would change how general music 
teachers taught their classes, due to the lack of cultural and historical instruction. 
Ultimately, the data did not support this hypothesis, but corroborated other studies 
finding that certain low-performing students were denied access to music classes in order 
to receive additional math or reading instruction, and music teachers were expected to 
tutor students in reading or math, and/or proctor high-stakes exams instead of teaching 
their classes (Heffner, 2007; Rydeen, 2005). 
Summary 
Implementation of NCLB legislation has impacted many aspects of the 
educational system. High-stakes testing affects the type of instruction that schools deliver, 
how the material is delivered to students, which students are targeted for extra help, and 
how much time is dedicated to instruction in the tested areas. There are unintended 
consequences to this type of instruction as well. Studies found that neither students with 
disabilities nor gifted and talented students were receiving necessary attention because of 
teachers need to focus on students who are closer to passing the state mandated test. 
Curricular narrowing and the loss of recess in order to focus on the tested subject areas 
also impacted quality of instruction. 
Changes in Title I funding affects how much money states receive from the 
federal government and what the funds can be used for. Funding for instrumental music 
has changed with many programs looking to outside sources for funds. NCLB's impact 
on school funding as well as funding for instrumental music is discussed in the following 
section. 
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School Funding 
Title I, Part A of the No Child Left Behind Act of 2001 provides funds to states to 
improve academic achievement for educationally disadvantaged students. In addition to 
providing funds for high poverty schools, the act is also used as a tool for holding states, 
districts and schools accountable in meeting standards. Schools must use the money on 
students who are failing or at most risk of failing. Title I funds can also be used for 
academic enrichment for eligible students who attend private school (U.S. Department of 
Education, 2012). Even though the funding is aimed at low-income, minority and special 
needs students, NCLB's requirements affect children of all demographics (Fagan & 
Kober, 2004). 
Under NCLB, the federal government provides funding for schools with high 
numbers or a high percentage oflow-income students (U.S. Department of Education, 
2011). For the 2009-2010 school year, 56,000 schools across the country used Title I 
funds, serving 21 million students. The funds are intended for use with children who are 
failing or in danger of failing state tests. 
The Department of Education has been updating the census of low-income 
students in districts annually, instead of every two years, but this estimate may not 
account for larger fluctuations from year-to-year. Due to this change in data collection, 
funding is much more volatile from year-to-year. With more funds being directed to high-
poverty districts, other districts are losing funds (Fagan & Kober, 2004). 
Due to complex funding formulas and funding cuts from the federal government, 
many states are receiving less Title I funding . From 2002-2006, Title I funding decreased 
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each year (Fagan, 2008). For 2009, Title I funding increased 2.9% instead of 6% for the 
rate of inflation for a total of $14.3 million versus $25 billion that was promised 
(Democratic Staff Committee on Education and Labor, U.S. House of Representatives, 
2008). 
State Aid 
State and local aid is the primary source of educational funding. In many states, 
much of the funding comes from local property taxes. In recent years, states have taken 
steps to reform state funding formulas either through court decisions or through state 
legislation (Izraeli & Murphy, 2007). The goal of the reforms was to improve adequacy 
in local school budgets and to improve fairness in the required contributions by each 
school district. Each district's contribution would be based on its ability to pay, with the 
state contributing the rest (Fahy, 2012). 
Michigan passed Proposal A in 1993 to create greater equity among school 
districts by centralizing school funding through the reduction of local property taxes and 
increasing the state sales tax (Zimmer & Jones, 2005). The new funding formula created 
some unintended consequences such as parents from wealthier districts sending their 
children to private school, wealthy parents donating to their school district, and education 
competing with other state services for funds. Some high-spending districts sidestepped 
the constraints of centralized funding by issuing bonds to finance capital expenditures 
and moving some expenses from the operating budget to the capital expenditures budget, 
freeing up funds to maintain the operating budget. 
The primary goal of Proposal A was to provide more funds to school districts and 
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eliminate or significantly decrease the inequity in per pupil expenditures among 
communities (lzraeli & Murphy, 2007), however, an analysis of the effects of Proposal A 
in the ten years after its passage found no significant improvement in per-pupil 
expenditure or interdistrict equity. The greatest rate of growth (8 .7%) occurred in the first 
year, 1994--1995; the succeeding years showed much smaller growth rates. The state 
share of funding increased under Proposal A from 28% before passage, to 75% after 
passage, but also made school funding more susceptible to state economic conditions 
(Izraeli & Murphy, 2007, p. 128). The authors of this study concluded that the legislation 
did not significantly increase resources or improve the equity of resource distribution. 
Massachusetts modified its funding formulas for public school districts in 2007. A 
ruling in the court case McDuffy v Robertson pushed the state to reform the foundation 
formula and increase state aid to education (Fahy, 2011). Fahy's analysis found that 
wealthy communities, regional districts, districts with a large number of low-income 
students, and low enrollment districts benefitted more from the state aid modifications. 
Each school district in Massachusetts is required to contribute to education costs, 
with the rest coming from the state. Under the new formulations instituted in 2007, some 
districts were contributing more than required and the state moved to reduce 
contributions and replace it with state aid. This worked from 2007-2009, but by 2010, the 
state fiscal crisis limited the amount of the reduction (Fahy, 2012). Conversely, 
communities that under-contributed received a larger amount of aid for years. Possible 
solutions to this situation was to allow more options to raise revenue, or lower the amount 
under-contributing communities would have to pay, with the state picking up a larger 
share. 
Funding and Music Programs 
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Funding for the arts and music in particular can be difficult to obtain even in the 
best of times. Special education, new federal and state mandates and new programs and 
services all compete with music and arts programs for funding. When the economy is in 
recession, funding becomes even more challenging. 
Budget concerns are not a new issue. During the 1970s and early 1980s, school 
systems faced declining enrollment and tight funding (Gibson, 1981). In 1981, President 
Reagan signed into law $35 billion in federal tax cuts. Tax cutting measures on the 
federal, state and local level meant the loss of jobs in the public sector including 
education. Since the 1980s, school districts no longer receive the majority of funding at 
the local level. Districts have relied more on state funding, but this reliance has not 
eliminated funding inequities (Hungerford, 2004). In California, Proposition 13 was 
passed in 1978, which cut property taxes by 10% reducing funds throughout the state 
budget, including for education. In Massachusetts, the passage of Proposition 2~ in 1981 
reduced local funds by $1.3 billion statewide (Prescott, 1981). As the largest item in 
municipal budgets, schools were deeply affected by cuts, resulting in reductions to music, 
art, drama, and athletic programs and some schools closing altogether (Quill, 1981). 
Gibson (1981) studied the impact of Proposition 2~ on music programs during its 
first year of implementation. He compared such data as the number of music teachers 
employed pre- and post-Proposition 2~, the possible budget restrictions, and how these 
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changes would affect music directors. One delimitation of the study is that its author 
surveyed directors on the "possible" ramifications of post Proposition 2~. Gathering 
statistics from the following year when actual data was available would have been a 
useful follow-up study. 
In San Mateo County, CA, 14 out of 98 school districts eliminated elementary 
instrumental music due to budget constraints between 1974 and 1981 (Fields, 1982). 
Fields found that financial concerns were a less important factor in determining whether 
to reduce or eliminate instrumental music programs than the practice of eliminating 
personnel, which led to increases in class size as well as a lack of administrator support 
was more critical than financial concerns. 
More recently, in 2004 and in 2008-2009, state and local budget crises have 
affected funding for education. California's music programs were reduced by 50% 
between 1999 and 2004, fueling a precipitous decline in participation in music classes: 
Student participation in music courses, the overall percentage of students involved 
in music courses, and the number of teachers teaching music courses in California 
have declined dramatically over the past 5 years. The decline has been so 
significant that music education has suffered the greatest losses in percentage 
enrollment, actual student enrollment, and teachers than any other academic 
subject [sic]. (Morrison, 2004, p. 4) 
Budgets were also severely affected in Massachusetts. A survey in conjunction 
with the Massachusetts Municipal Association, Massachusetts Association of School 
Committees, Massachusetts Association of School Superintendents, the Massachusetts 
Teachers Association, and the Massachusetts Federation of Teachers, called Progress in 
Jeopardy: A Report on the State of Education Funding in Massachusetts, showed that 
many school systems lost teachers, increased class sizes, cut or reduced programs, or 
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instituted fees (Progress in Jeopardy, 2004). In Haverhill, Massachusetts, the fifth grade 
instrumental music program was eliminated along with the popular middle school 
instrumental program. The middle school program was changed to a pay-to-play program, 
where fees were charged to students who wanted to participate in sports or other 
extracurricular activities such as musical performing groups. This reduced the size of the 
program by two-thirds (Progress in Jeopardy, 2004). 
The Instrumentalist published an annual survey on instrumental music budgets 
from 1977-2006, and again in 2010. The survey was sent to a randomly selected group of 
subscribers and did not reflect school music programs nationally, because it did not 
include school music programs that have been eliminated or experienced sharp cutbacks 
(2010 Survey of School Music Budgets, 2010). The survey found the amount of money 
given to instrumental music programs increased each year, but with a decreasing amount 
coming from tax revenue. From 1977-1980, tax revenue covered approximately 55% of 
instrumental music expenses at the surveyed schools. Since then, the percentage declined 
from 52% from 1991-1995, to 36% in 2010. The rest ofthe budget was financed by 
various fundraising activities (Survey of School Music Budgets, 2000). Although some of 
the fundraising money went towards trips, by 2006,58% offundraising went to cover 
such necessities as instrument purchases, music, or uniforms-expenses that were 
previously covered by school budgets (Survey of School Music Budgets, 2006). 
The use of fees has increased in Massachusetts's schools over the past several 
years. School districts now charge extra for programs or services that had traditionally 
been included in the budget such as bus transportation, athletics, preschool, or full day 
kindergarten and music programs. According to surveys by Hawkins (2006, 2010), the 
number of schools charging for some aspect of its music program increased from 25 in 
2006, to 34 in 2010. 
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Of the 244 programs surveyed by DiLullo (2003), 77% of the instrumental music 
programs had "pullout" programs on either a fixed or rotating schedule. Fourteen percent 
of these programs charged a fee for lessons. In programs that did not use a pullout system 
for instruction, 40% charged a fee for lessons. Six programs involved in this study were 
eliminated with budget factors cited as the top reason. 
Summary 
Funding for schools is challenging in the current economy. Mandated 
requirements of NCLB put pressure on local school budgets to direct more funds to tested 
areas and provide more help for low-income and low-achieving students. Funds from 
Title 1, Part A provide grants to states for this purpose, but complicated funding formulas 
and cuts from the federal government have meant smaller than expected funds for some 
states. 
Instrumental music programs are relying more on outside fund-raising or user fees 
to cover expenses that were traditionally included in the school budget. Severe budget 
cuts in California in between 1999-2004 resulted in deep cuts to music programs. 
Massachusetts has also seen reductions or elimination of instrumental music programs 
due to budget restrictions. 
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Chapter Summary 
The No Child Left Behind Act of 2001 has had a marked impact on how 
education is delivered in the United States. Math and reading instruction have expanded 
to consume a greater portion of the average school day, which is increasingly focused on 
preparation for high-stakes testing (McMurrer, 2008). Instruction is increasingly targeted 
at students who are close to passing these tests, at the expense of other learners (Booher-
Jennings, 2005). Test scores have risen, but the achievement gap between white students 
and non-white students remains high. Researchers have outlined concerns regarding the 
effects of these tests on curriculum, programs, and students (McMurrer, 2007, 2008; 
Booher-Jennings, 2005; Dee & Jacob, 2010). 
NCLB's impact was also felt in the arts. Recent research shows that some 
students are denied access to arts and music classes because they must attend remedial 
math and reading classes. Arts curricula including music have been reduced, as has the 
amount of instruction time for these subjects (McMurrer, 2007, 2008; Rydeen, 2005; 
Wilkins, et al. 2003). More funds were directed towards testing and testing materials, 
leaving fewer funds available for music and other arts instruction. 
Compounding the problem, the amount of federal funds available to states from 
Title I, Part A fluctuates from year to year due to complex funding formulas (Fagan & 
Kober, 2004; Fagan, 2007). As funding at the state and local level grows tighter, many 
communities have had to institute user fees for activities that were previously included in 
school budgets creating new barriers to participation. 
Despite existing research, it is not clear whether high-stakes testing actually 
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affects student achievement. Questions remain whether passing state tests help with other 
tests such as NAEP. It is unclear whether students are getting a full educational 
experience with so much focus on high-stakes testing, and less emphasis on subjects such 
as music, art, physical education, and foreign language. How have moving subjects such 
as instrumental music outside of the school day and/or charging a fee for these subjects 
affected who is able to access these classes? 
The literature review showed the prevalence of research on NCLB focused on the 
models for implementing the act, how different groups of students were affected, and 
how other subjects were affected by the requirements. The two studies that directly 
pertained to music and NCLB were either from the principals' perspective, or from a 
supervisor or directors' perspective (Abril & Gault, 2006, 2008; Gerrity, 2007; Heffner, 
2007). Neither one directly addressed how instrumental music programs were affected or 
were from the teachers' point of view. The present study was designed to address these 
issues. 
Another gap this research is designed to address is how funding has affected the 
instrumental music budget during the economic crisis starting in 2008. The only study 
done previously was on the effects of Proposition 2Y2 on music programs in 1981. Since 
then, music programs have had to institute music fees to help cover expenses. This study 
focused on this issue as well as how funding has affected staffing and the way 
instrumental music is delivered. 
CHAPTER3 
METHODOLOGY 
The purpose of this study was to document changes that occurred in 
Massachusetts public school instrumental music programs between the 2002-2003 and 
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2008-2009 school years, and identify the extent to which federal and state legislation (e.g. 
NCLB and MCAS), state and local educational policies, and shrinking financial capacity 
have contributed to those changes. More specifically, this study addressed the following 
research questions: 
1. Did staffing of instrumental music programs in Massachusetts public schools 
change between the 2002-2003 and 2008-2009 school years? 
2. Did the time at which instrumental music classes were offered change 
between the 2002-2003 and 2008-2009 school years? 
3. Did changes in music fees impact instrumental music programs between the 
2002-2003 and 2008-2009 school years? 
4. Did instructional time for instrumental music in Massachusetts's public 
schools change between the 2002-2003 and 2008-2009 school years? 
I designed a questionnaire aimed at addressing whether and how these aspects 
affected instrumental music programs in Massachusetts. The data were analyzed using 
descriptive statistics, the chi-square goodness of fit test, the two-way between groups 
ANOVA, and one-sample t-tests. Also included here are the design, the construction of 
the survey instrument, piloting the study, and procedures. 
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Research Design 
I conducted a non-experimental, descriptive research study. A descriptive study 
chronicles '"what is' rather than what could be under certain conditions ... present[ing] a 
current picture of a certain group or action" and describes the trends, beliefs, or opinions 
that represent the responses of a certain group of people (Phillips, 2008, p. 155). Because 
I sought information from a specific population, a survey design was the best 
methodological choice. The present study's population consisted of instrumental music 
teachers working in Massachusetts between the 2002-2003 and 2008-2009 school years. 
The sample was cross-sectional, gathering opinions from the intended population at one 
point in time-November to December 2009. I kept the questionnaire as brief as possible 
to maximize the response rate (Gall, Gall, & Borg, 2007). 
Survey Instrument 
The survey instrument was a researcher-designed, web-based questionnaire self-
administered via the Internet through surveymonkey .com. There are a number of 
advantages to this mode of administration: (a) it keeps the cost of data collection low, (b) 
it produces faster responses, (c) respondents have more time for a thoughtful answer, and 
(d) the respondent can share responses with the interviewer anonymously (Fowler 2009, 
p. 83). The questionnaire consisted of four parts: informed consent, demographics, 
program information, and factors affecting programs. 
Part 1 consisted of the Informed Consent Form that respondents completed in 
order to proceed with the questionnaire. Boston University's Institutional Review Board 
required this form for any research using human participants. Part 2 contained questions 
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about participant demographics, including general information such as the district where 
a respondent worked, the number of years they had spent teaching in their current school 
district, and the types of ensembles they taught. Part 3 contained items about the 
respondent's instrumental music program. Some of these questions included an inquiry 
into the number of instrumental teachers and the number of schools with instrumental 
music. Part 4 consisted of items describing how No Child Left Behind and financial 
concerns influenced staffing, scheduling, funding, and instructional time. It also included 
three open-ended response items to gather further information about how NCLB and 
funding affected their instrumental music program. 
Piloting the Questionnaire 
I piloted the questionnaire in June 2009 before the study opened. The purpose of 
the pilot was to establish reliability and validity and to clarify, eliminate, or add items to 
the questionnaire. I established this by sending invitations to approximately 700 students 
in Boston University's online music education program to pilot the questionnaire. Thirty-
nine respondents participated in piloting the study in June 2009. It remained open for 
three weeks, with follow-up emails each week for three weeks. The bottom of each page 
contained a space for comments and suggestions. 
I did not need to add any additional questions, but some questions needed 
clarification. Item six required minor rewording, from "how many schools in your 
district," to "what is the total number of schools in your district." In part 3, Program 
Information, the wording was confusing for some of the questions. For example, in 
question 19, the original question, "What is the number of minutes of instrumental music 
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instruction per student?" was changed to "In the schools in which you teach, what is the 
total number of minutes of instrumental music instruction per student per week. Include 
ensemble and class or private lesson time." In part 4, Factors Affecting Instrumental 
Music Programs, simplifying the answer choices from three possible answers to two 
possible answers made this section clearer. Instead of appearing as "yes, in a positive way" 
or "yes, in a negative way", or "no effect," this item was simplified to "yes, how?" and 
"no effect" (See Appendix A). 
Procedures 
The intended target of this questionnaire was Massachusetts' instrumental music 
teachers and music, fine arts, or performing arts directors who were active from 2002-
2009. A company called Market Data Retrieval (MDR) supplied a list of music teachers' 
names and their associated school districts. From this list, I went to each school district's 
website to obtain the email addresses of the instrumental music teachers and directors. 
For some districts, the names and email addresses were readily available under the 
faculty listings. For districts not listing the names and email addresses on the website, 
calls to performing arts departments to obtain additional contact information did not 
produce any results. Finding the names and email addresses on each district's website 
took two months because the MDR list was not particularly accurate and was difficult to 
read. Because I was unable to get names or email addresses from some of the urban areas 
of the state such as Boston and Worcester from their district website, these districts were 
not included in the survey. The initial mailing contained 427 music teachers' names. 
I sent an email one week before the survey launched in order to increase the 
response rate (Gallet al., 2007). The pre-survey email also identified which email 
addresses were no longer current, creating an opportunity to edit or delete the non-
functional addresses. In some instances when the person contacted was not the 
instrumental music teacher, this person provided the proper contact information. 
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Most school systems in Massachusetts have Internet and email access; therefore, 
this method of data collection was the most efficient, but not always the most effective 
since I was unable to access email addresses from every district's website. However, 
there were disadvantages to this method if, for example, the respondent was not 
comfortable using email, accessing the Internet, or using online surveys (Creswell, 2008, 
p. 396). After the initial email and follow-up emails, I sent a final email thanking the 
respondents for their participation. The survey closed December 13,2009. 
Methods of Analysis 
After data collection, I began analyzing the responses. I used the following steps: 
(1) performed a descriptive analysis of the sample, describing the respondents' 
experience level, teaching responsibilities, and geographic distribution; (2) performed a 
chi-square goodness of fit test on the geographic distribution to determine whether the 
distribution of respondents was different than if by chance, (3) developed tables with 
descriptive statistics such as mean, median, and standard deviation for each item that 
compared results between the 2002 and 2009 school years, (4) categorized the data to 
open-ended items for further analysis, (5) performed one-sample t-tests on items that 
compared results between the 2002 and 2009 school years in order to determine 
significance, (6) performed a two way between groups ANOV A to study the individual 
and joint effect of the independent variables year and level on the dependent variable 
instructional minutes (Pallant, 2007). 
Demographics Analysis 
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I chose the chi-square goodness of fit test in order to determine whether the 
distribution of respondents by MMEA district was significantly different from chance 
distribution. This test uses sample data to test hypotheses about the proportion of a 
population distribution (Gravetter & Wallnau, 2009). In this case, my hypothesis was that 
the frequency of the sample was proportionate among districts. I used mean, median, and 
standard deviation to· collect data in the demographics section of the questionnaire. I ran 
these tests to provide a demographic picture of the teachers who responded to the 
questionnaire. 
Comparing Results 
I used the one-sample t-test to compare the results of data collected for the 2002-
2003 and 2008-2009 school years. I selected this test because I needed to determine 
statistical significance between the means (Gravetter & Wallnau, 2009). The basic 
assumptions of the test were met: (a) the individuals involved in the study were unrelated 
and not influenced by each other; (b) the population distribution within each treatment 
was even; and (c) the variances of the population distributions for each treatment were 
equivalent (Gravetter & Wallnau, 2009, p. 458). After calculating the mean, median, and 
standard deviation, and the percentage of change for this data , I ran a series of one-
sample t-tests to determine statistical significance of the changes between 2002 and 2009. 
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Program Information 
The data from Part 3 of the questionnaire were collected to compare data between 
the 2002-2003 and 2008-2009 school years. In this section, I calculated mean, median, 
and standard deviation for each question. I also calculated a percentage of shifts in order 
to determine how much each aspect of the program had changed positively or negatively 
in that time. 
I took data from some items together to provide a more thorough analysis of 
results. For example, I analyzed questions 12, 13, and 14 jointly to investigate if there 
was a trend of reducing full-time instrumental music teachers to part-time status. 
Similarly, I studied questions 15, 16, and 17 in combination to determine if a change in 
the grade music lessons commenced resulted in fewer schools offering instrumental 
music. 
Factors Affecting Instrumental Music Programs 
In addition to the fill-in-the blank items, Part 4 contained several open-ended 
questions requiring a written response. I categorized and coded the responses to these 
questions. Coding answers to open-ended questions is necessary to impose order on the 
answers so that the data can be more easily analyzed (Fowler, 2009). As Fowler argued, 
"The idea is to create categories that group answers that are analytically similar and to 
differentiate between answers that are different" (p. 147). I used the structural coding 
method as described by Saldana (2009) as a process that "both codes and initially 
categorizes the data corpus," and is appropriate for open-ended survey responses 
(Saldana, 2009, p. 67). When using this method with open-response questions, the goal is 
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to code the text so that it can be used as part of a quantitative database (MacQueen, 
McLellan-Lemal, Bartholow, & Milstein, 2008). I developed a category for the responses 
under each question; I then placed the comments by each respondent into the appropriate 
category. I chose certain responses as the most representative comments for that question , 
which are analyzed in Chapter 4 . 
Summary 
The survey research design described in this chapter is an efficient way to collect 
data from a target population, in this case instrumental music teachers, and directors in 
Massachusetts. The survey instrument was designed to collect information about 
instrumental music programs in the state, as well as gather the teachers' and directors' 
perceptions on how their programs are faring under NCLB and fiscal constraints. 
In Chapter 4 , I present the data analysis for the study. I used a four-step plan for 
the analysis. First, I used the chi-square goodness of fit to test the hypothesis of the 
proportion of the sample. Next, I analyzed the demographic data by calculating mean , 
median , and standard deviation. Third, I used the one-sample t-test to compare data from 
the 2002-2003 school year and the 2008-2009 school year. Finally, I present the data 
from the open-ended responses along with their respective categories and codes. 
CHAPTER4 
RESULTS AND ANALYSIS 
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This chapter is a presentation of the results of the survey described in the previous 
chapter and is an analysis of the effect of No Child Left Behind (NCLB) and related 
financial constraints on instrumental music programs in Massachusetts between the 
2002-2003 and 2008-2009 school years. I determined the changes by examining the 
ways in which scheduling, staffing, instructional time, and fees have developed since 
NCLB's implementation. This chapter also includes a description of the sample and 
statistical analyses between the two school years performed with the SPSS statistical 
program. 
Description of the Sample 
An initial email was sent November 16,2009 to 551 performing arts directors and 
instrumental music teachers in Massachusetts inviting them to participate in an online 
questionnaire about factors suspected to have affected instrumental music classes since 
the 2002-2003 school year. More than 100 teachers responded to this initial email, with 
70 completing the survey and the other 36 exiting the survey without responding. A 
follow-up email was sent November 29, which yielded an additional72 responses. A 
final email was sent December 6, yielding an additional 13 responses. 
One hundred ninety-five participants accessed and started the online 
questionnaire through surveymonkey.com, for an initial response rate of 41.31%. Out of 
the 195 responses, 92 (47.18%) checked that they did not have access to the necessary 
statistics and exited the questionnaire. A remaining group of 103 participants (52.82%) 
indicated that they had access to the necessary statistics to complete the questionnaire. 
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Twenty-five of these respondents indicated they had access to the statistics, but then did 
not fill in the rest of the questionnaire. Eighty-one responses were useable for analysis 
representing a response rate of 17.16%. Although a low response rate can affect the 
conclusions of the study, there is no agreed upon minimum response rate. Another 
disadvantage of a low response rate is bias can be associated with nonresponse (Fowler 
2009). The non-respondents may have felt the issues in the questionnaire did not affect 
them in particular, thereby compromising the generalizability of the study. 
Geographic Distribution and Representation 
Sixty-seven different school districts participated, drawn from all five districts of 
the Massachusetts Music Educators Association (MMEA). Eight school districts had 
more than one respondent answer the questionnaire, in which case I used only one 
respondent from the district. Five hundred fifty-one emails were sent to instrumental 
music teachers and directors in Massachusetts. 
The chi square goodness of.fit test was performed to determine whether the 
distribution of responses was significantly different than if determined by chance 
(Phillips, 2008). This test is applied to data consisting of frequency counts (such as the 
number of responses, objects, or people that fall into two or more categories). The test 
predicts that the hypothetical distribution of the sample agrees with the proportion 
specified in table 1 (Gravetter & Wallnau, 2009). 
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Table 1 
Distribution of Chi Square Goodness of Fit 
District Total Expected% Actual% Observed n Expected n 
Number of of of 
School Responses Responses 
Districts 
Southeast 60 22.5 28.3 19 15.1 
Northeast 57 21.3 25.4 17 14.3 
Eastern 30 11.2 14.9 10 7.5 
Central 55 20.6 10.4 7 13.8 
Western 65 24.3 20.9 14 16.3 
Totals 267 67 67 
The chi square goodness of fit was performed to compare the number of school 
districts that responded to the questionnaire with usable responses with the expected 
number of responses for each MMEA district. The chi square statistic measures how well 
the data fits the hypothesis (Gravetter & Wallnau, 2009). 
The chi square value of X2(4, n = 67) = 6.03,p = .197, showed that the number of 
observed responses was not significantly different than the number of expected responses 
and the null hypothesis was not rejected. The distribution was higher than expected in the 
Western district and the distribution in the Central district was much lower than expected. 
Teaching Responsibilities 
In item 5 of the questionnaire, participants were asked to indicate their position 
within their school district from a list that consisted of fine arts director, instrumental 
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music teacher, concert band director, orchestra director, jazz band director, marching 
band director or general music teacher. The majority of respondents identified themselves 
as instrumental music teachers (see Table 2). 
Table 2 
Respondent's Teaching Responsibilities 
Position 
Concert Band 
Instrumental Music Teacher 
Jazz Band 
Marching Band 
Orchestra 
Non-Instrumental 
General Music 
Fine Arts Director 
Chorus 
n Percent 
59 72.8 
61 75.3 
45 55.6 
19 23.6 
7 8.6 
41 
25 
16 
50.6 
30.9 
14.7 
aThe percentage do not add up to 100% because some 
teachers had more than one teaching responsibility. 
Respondents indicated a variety of teaching duties, leading between one and six 
different classes or ensembles. Item 11 asked for the type of ensembles the respondents 
taught. The great majority of the respondents taught band (88.9%),jazz band (59.3% ), 
and orchestra, (17 .3% ), which was the target population. It was common for respondents 
to teach more than one type of ensemble. An "other" category (n = 38,46.9%) asked 
respondents to indicate other types of ensembles taught in addition to the traditional 
instrumental performance ensembles. Choral or vocal ensembles were the most common 
type of ensemble taught, followed by chamber ensembles, and marching band. Bell choir, 
recorder ensemble, guitar and musical/technical crew were also indicated. 
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The next section of the questionnaire dealt with teaching experience. The number 
of years of experience ranged from 3 to 39 years with a mean of 21.49 years (SD = 9.71) 
and a median of 22 years. The number of years in the respondents' current position 
ranged from one to 35 years with a mean of 13.44 years (SD = 9.06) and a median of 21 
years. These data indicate that the teachers in the sample were highly experienced. These 
veteran teachers provided an interesting comparison group, with a decade or more of 
experience before changes were implemented, making them well qualified to comment 
and evaluate such changes. 
Description of Instrumental Music Programs 
The number of schools in each school district ranged from 2 to 75 with a mean of 
7.56 schools (SD = 8.47) and a median of 6. The number of schools in which each 
participant taught varied from one to eight with a mean of 1.95 schools (SD = 1.42). One 
respondent, a fine arts director, did not teach in any schools. 
My assumption before the study was that the majority of the respondents taught at 
one level, such as middle school. However, close to half (49.37%) taught multiple grade 
levels. Responses to item six, which asked for the grade level that each respondent taught 
showed that 65% taught grades six through eight, 50% taught grades K-5, and 43% 
taught grades 9-12 (Table 3). 
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Table 3 
Grade Level Taught 
Level n Percent 
Elementary & Middle 21 25.93% 
School 
Middle School 6-8 16 19.75% 
High School 9-12 15 18.52% 
Elementary K-5 9 11.11% 
Middle School & High 7 11.11% 
School 
Elementary, Middle & High 7 8.64% 
School 
Elementary & High School 4 4.94% 
Statrmg 
Research Question 1 addressed the issue of instrumental music staffing levels for 
the 2002-2003 school year and the 2008-2009 school year. Survey items 12, 13, 14, 29, 
and 30 provided data to address this research question. Items 12, 13, and 14 provided data 
for the number of full- and part-time instrumental music teachers in the school district for 
the two years in question. Items 29 and 30 were open-response items soliciting the 
respondents perceptions of how NCLB and funding affected staffing levels in their 
districts. 
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Full-time and Part-time Teachers 
Respondents identified the number of full-time and the number of part-time 
positions in their district for the two academic years indicated. Respondents then filled in 
the FTE (full-time equivalent) of part-time instrumental positions as well as the total FTE 
by combining the number of full-time teachers with the number of part-time teachers for 
both years. 
The number of full-time instrumental music teachers employed in the respondents' 
school districts in 2002-2003 ranged from zero to 12, with a mean of 3.69 (SD = 2.85), 
while the mean for the 2008-2009 school year was 3.32 (SD = 2.53) (See Table 4). Mean 
full-time music staffing decreased by 10.27% from the 2002-2003 to the 2008-2009 
school year. During this same period, the mean number of part-time teachers increased 
slightly from 1.45 (SD = 1.88) to 1.53 (SD = 1.85) an increase of 5.52%. The full-time 
equivalent of part-time instrumental music staff for both years revealed that the mean 
FTE of 1.73 (SD = 2.91; median of .75) in 2002-2003 declined to 1.67 (SD = 2.43; 
median of .90), in 2008-2009-a decrease of 3.47% Total FTE declined from a mean of 
4.91 (SD = 3.88; median= 4) in 2002-2003 to 4.56 (SD = 3.45; median= 3) in 2008-
2009-a decline of 7 .68%(Table 4). 
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Table 4 
Comparison of Staffing Levels 
2002-2003 2008-2009 Mean Difference % Difference 
Staffing Mean Median Mean Median 
(SD) (SD) 
Full-time 3.67 3 3.32 3 -.35 -10.27% (2.85) (2.53) 
Part-time 1.45 1 1.53 1 .08 5.52% (1.88) (1.85) 
Part-time 1.73 1.67 FTE (2.91) .75 (2.43) .90 -.06 -3.47% 
Total FTE 4.91 4 4.56 3 -.35 -7.68% (3.88) (3.45) 
These data show that although the number of part-time teachers increased 
between 2002 and 2009, total staffing levels decreased during the period of NCLB 
implementation. By applying Gerrity's (2007) definition of stronger or weaker programs, 
instrumental music programs are weaker due to reduced overall staffing. 
A one-sample t-test was conducted on the data for the full-time staffing numbers, 
part-time staffing numbers, part-time FTE numbers, and total FTE to determine if there 
was a significant difference between the means of the two years (Table 5) . The difference 
for full-time teachers was -.35, a statistically significant mean difference from 2002-2003 
(M= 3.32, SD = 2.53), t (0) = 10.54,p < .05. The magnitude was moderate (Cohen's d= 
0.14, r = .07). The mean difference for part-time teachers was not statistically significant. 
The mean difference of the FTE of part-time teachers was lower, -.06 a statistically 
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significant mean difference (M= 1.67, SD = 2.43), t(O) = 4.95,p < .05. The effect size 
was moderate (Cohen 's d = .02, r = .05). Finally, the difference for the total FTE was -.35, 
a statistically mean difference (M = 4.56, SD = 3 .45), t(O) = 8.36, p < .05. The effect size 
was moderate (Cohen's d = .09, r = .05). 
Table 5 
Staffing level t test results 
Staffing 
Levels 
FT 
Teachers 
08-09 
PT 
Teachers 
08-09 
FTEof 
PT 
Teachers 
08-09 
Total FTE 
08-09 
t df 
10.66 65 
6.62 63 
4.95 51 
8.36 39 
Sig. (2-
tailed) 
.00 
.00 
.00 
.00 
Mean 
Difference 
from 02-
03 
-.37 
.08 
-.06 
-.35 
95%CI 
Lower 
2.70 
1.07 
.99 
3.45 
Upper 
3.94 
1.99 
2.34 
5.66 
Responses to items 12, 13, and 14 were further analyzed to determine the change 
in staffing levels between full and part-time positions. Out of the districts responding, 
60.98% reported a decrease in staffing levels, 34.15% reported an increase, and 4.88% 
saw no change in staffing levels.1 
1 Three districts had a full-time position reduced to two part-time positions but one of 
these reported no change in staffing levels. 
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Influences on Staff'mg 
In addition to the data on staffing levels, respondents were also given the 
opportunity to voice their opinions on whether and how NCLB and changes in funding 
affected their instrumental music program in items 29 and 30. The responses for these 
two items were categorized based on certain key words or key phrases, such as "lost 
staffing," or "pulled for remedial help." Open-ended response questions such as item 29 
were optional; 64 respondents chose to answer. Eighteen of these (28 .1%) cited some 
effect from either NCLB or funding on staffing levels, while 46 (71.9%) did not. For item 
29, the data fell into two categories: (a) emphasis on tested subjects (33%) (b) reduced 
staffing (SO%). Respondents in the first category indicated that staffing priorities had 
changed in order to bolster tested subject areas. Responses in the second category 
described how many positions were lost or the need for more staff. In one such instance, 
a respondent indicated that a position lost in 2002 had been reinstated with the aid of 
federal stimulus money. Reduced staffing contained the most responses with all but one 
respondent citing that staffing had been reduced. The following quotations are 
representative of the comments for this question. 
Item 29: How do you feel NCLB has affected staff'mg levels for instrumental 
music? 
Emphasis on Tested Subjects: 
Music positions may be cut in a reduction in force situation to save subjects that 
are assessed due to NCLB. 
Pressure on "core curriculum" departments to maintain A YP has meant that 
administration has been forced into raising staffing levels in those departments at 
the expense of the arts, physical education and technology education. As a result, 
regardless of the growth of our numbers, our staffing levels have remained static. 
Reduced Staffing: 
We have had to cut music teachers while they have hired remedial teachers. 
Elementary position was eliminated and i [sic] feel that is in direct correllation 
[sic] to the continuing pressure for students to spend more time on reading and 
math. 
Item 30 had 64 responses with a majority (57 .8%) indicating funding had an 
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effect on staffing. As with item 29, data were coded by looking for key words or phrases 
that defined four overarching categories. These included (a) cannot increase staffing (b) 
cuts made to staff, (c) unable to properly service students, and (d) instrumental music 
staffing a low priority. Respondents in the first category indicated their institution's 
inability to increase staff due to funding constraints. The second category, which had the 
largest number of responses, described the loss of positions or the potential loss of 
positions to their program. The third category captured responses that described the effect 
of short staffing on their program. Two responses simply stated the need for more 
teachers. Fourth category respondents indicated the low priority instrumental music has 
in their district. The following quotations are representative of the four categories of 
comments for this question. 
Item 30: How do you feel funding has affected staffing levels for 
instrumental music? 
Cannot Increase Stafimg: 
Funds are not available for staffing requests. The district reduced its staffing by 
31 positions last year, we are looking at further reductions. 
We need another instrumental teacher, but there is no funding available. 
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Cuts Made to Staff: 
Budget constraints have forced part-time cuts of music positions over the past few 
years. 
Fewer funds available so reduced staffing forces larger classes. 
we had a full time position cut in 2002-2003 which was reinstated this year with 
federal stimulus money. 
Unable to Properly Service Students: 
We do not have a consistent string instrument program in grades 4-5 in our 
district. 
We no longer have one string teacher and one wind teacher at the elementary 
level. There is one person doing both. 
Instrumental Music Staffmg a Low Priority: 
Money goes to academic classes first. 
Scheduling and Availability of Instrumental Music 
The second research question addressed the issue of instrumental music 
scheduling. Questionnaire items 15 through 18 and items 25 and 26 were categorized 
under this heading. Item 15 asked for the number of schools in each school district that 
offered instrumental music. Items 16 and 17 asked for the starting grade for wind, 
percussion, and string students. For item 18, respondents were asked how many students 
studied instrumental music. Items 25 and 26 were open-response items soliciting opinions 
on whether and how NCLB and funding have affected the scheduling of instrumental 
music classes in their district. 
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Number of Schools Offering Instrumental Music 
In item 15, respondents were asked to indicate how many schools in their 
district offered instrumental music in the 2002-2003 school year and the 2008-2009 
school year. Eighty percent indicated no change in the proportion of schools offering 
instrumental music; 16% indicated an increase or a decrease between the two years. Two 
districts had incomplete data and could not be counted. Broken down further, 8% 
reported an increase in the percentage of schools offering instrumental music; an equal 
number reported a decrease in the schools offering instrumental music. 
The mean, median, and standard deviation were calculated for each year, with the 
percentage of change calculated between the two years. In this period, the mean number 
of schools offering instrumental music decreased from 6 (SD = 3.61) to 5.95 (SD = 4.28), 
representing a small decrease of 2.76%. A one-sample t-test was conducted to determine 
if the mean difference between the two years was significant. The result of the one-
sample t-test was t = -.665, p = .508, therefore the result was not significant. 
Starting Grade for Wind, Percussion, and String Students 
Items 16 and 17 asked for the starting grade of wind, percussion, and string 
students in the 2002-2003 school year and the 2008-2009 school year. Of the districts 
that are now starting lessons in a different grade, (starting in fifth grade instead of fourth, 
for example), four had their instrumental program moved out of the elementary schools 
and into the middle school, with two now starting instruction in grade 7 instead of grade 
5 or 6. Comparing the wind and percussion starting grades, grades 4 and 6 saw an 
increase in the number of districts starting instrumentalists in 2008-2009 from 2002-
2003, while four fewer districts started instrumental music in grade 5 in 2008- 2009 
compared to 2002-2003 (Figure 1). 
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Figure 1. Comparison of Wind/Percussion Starting Grade 
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For string programs, the number of these programs in grades 3 and 4 remained 
constant between the two years, and one less district started strings in kindergarten in 
2008-2009 compared to 2002-2003. Two additional districts started strings in grades one 
and five in 2008-2009 compared to 2002-2003 (Figure 2) . 
• 2002-2003 
• 2008-2009 
K Gr. 1 Gr.3 Gr. 4 Gr. 5 
Figure 2. Comparison of String Starting Grade 
The results from items 15, 16, and 17 were combined to look for changes in the 
scheduling of the instrumental music programs during the 2002-2003 and the 2008-2009 
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school years. Five school districts reported a decrease in the number of schools offering 
instrumental music, three districts reported adding a school to their program, and one 
district lost its instrumental music program entirely. The other districts reported no 
change in the number of schools offering instrumental music or in the starting grade for 
their music lessons. 
As ascertained from the questionnaire, string programs statewide were not offered 
as frequently as band programs. Of the school districts reporting, 38 reported having a 
string program in the 2002-2003 school year and 41 reported having a string program in 
the 2008-2009 school year, which represents an increase of 7.89%. Two districts lost 
their string program entirely and four added a string program by the 2008-2009 school 
year. 
Item 18 asked for the number of students enrolled in the 2002-2003 and the 
2008-2009 school years. Respondents were asked to give numbers that were applicable 
to the level they taught. Table 6 shows the mean number of students for the 2002-2003 
and 2008-2009 school years. 
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Table 6 
Number of Students Enrolled 2002-2003 and 2008-2009 
Mean Mean Student Student Median Enrollment Median Mean %Change Enrollment Difference 
(SD) (SD) 
Grade Level 2002-2003 2008-2009 
Elementary 151.19 117.5 146.13 110.5 -5.06 -3.31% (137.40) (139.78) 
Middle 130.62 100 126.87 90 -3.75 -2.87% School (108.08) (106.97) 
High 76.5 58.5 88.4 63 11.90 13.46% School (70.11) (87.99) 
A one-sample t-test was peiformed to determine whether the difference in the 
mean scores of students enrolled for each level in 2008-2009 was statistically significant 
from 2002-2003. The difference was not significant at any level. For the elementary 
level t(32) = -.390,p = .699; middle school t(38) = -.219,p = .828; high school t(29) = 
1.139,p = .264 (Table 7). 
Table 7 
Results of Student Enrollment one-sample t-test 
Test 
Value 
t df Sig. (2-
tailed) 
Mean 
Difference 
from2002-
2003 
95% CI 
Lower Upper 
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Elementary 
2008-2009 151.187 -.390 32 .699 -9.49 -59.10 40.12 
Middle School 
2008-2009 
High School 
2008-2009 
130.615 -.219 
70.105 1.139 
Influences on Scheduling 
38 
29 
.828 -3.74 -38.42 30.93 
.264 18.30 -14.56 51.15 
Respondents were given the opportunity to voice their opinions on how NCLB 
policies and funding changes affected the scheduling of their instrumental music program 
in items 25 and 26.1tem 25 solicited 65 responses and 16 non-responses. Of the 
respondents, 30 (46.2%) reported no effect from NCLB on their program. A majority 35 
(53.8%) reported some effect on scheduling from NCLB. 
Six categories were developed from the data. Category A respondents described 
the effects of having less class time with their students, such as difficulty in scheduling 
lessons or ensemble time due to the increase in requirements for math and reading. 
Respondents in Category B indicated that some instrumental students could not attend 
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music class because they had to attend remedial classes. Category C responses described 
how extra reading and math classes affected the instrumental music schedule. In 
Category D, respondents indicated the difficulties of scheduling around large blocks of 
reading or math instruction. This category had the most responses. Category E 
respondents described how students are discouraged from taking instrumental music 
because it means more time out of class, while Category F respondents indicated how 
music lessons or band were moved to non-academic time such as lunch or recess. The 
following quotations are representative of the preceding categories. 
Item 25: Do you feel NCLB has had an effect on when instrumental music 
classes are scheduled in your school? 
Less Class Time: 
Will be affecting us next year ... we will be reducing the amount of contact time 
with students in order to add more remedial math and english [sic]. 
Yes, very difficult to schedule beginner 5th grade band for a 45 minute lesson a 
week due to all the requirements in academics and MCAS testing. 
Students Denied Access: 
Students are scheduled into remedial class and taken from band. 
Students are being pulled from instrumental music for extra math and reading. 
Extra reading and Math Added to Schedule: 
Students are given extra math, extra ELA and cannot get instrumental music in 
their schedule because of limitations on exploratories (which music is considered). 
A void Certain Subjects and Times: 
Students aren't allowed to come to lessons when they fall on math or science 
periods. 
we avoid literacy block and math. 
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Students Discouraged from Participating: 
Some students are strongly urged not to take instrumental music because it would 
require more time out of the classroom. 
More students are discouraged from participating due to teachers offering extra 
help at the same time as rehearsal and during lesson times. 
Lessons Offered Outside of Academic Time: 
Lessons are now offered during recess. 
Elementary band and strings are now during lunch and recess so they are not pull-
outs. 
Item 26 had 63 responses and 18 non-responses. Twenty-six respondents (41.3%) 
reported that funding had an effect on instrumental music schedules. Five categories were 
developed from the data. Category A respondents described how funding cuts led to a 
loss of positions, and how funds previously allocated to instrumental music were now 
allocated to tested areas. Respondents in Category B described how tight budgets affected 
class size. In Category C, respondents described how they had to restructure their 
elementary instrumental program because of staffing cuts. Respondents in Category D 
described positive funding situations in their district. Category E respondents described 
how insufficient staffing levels had affected their programs. The following quotations are 
typical of the comments for the preceding categories. 
Item 26: Do you feel that funding has had an effect on when instrumental 
music classes are scheduled in your school? 
Program Cuts: 
The program was cut in half in order to fill in the specials rotation. 
Increased Class Size: 
Yes, budgets are stretched, so class sizes are up. 
Changes in Instruction: 
We used to be able to offer the fifth graders who played the same instrument 
individual lessons. Now we must put all fifth grade players in one group class. 
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Ensembles meet en masse (all fifth graders) with a pullout program. The number 
of instructors has been reduced (from 3 to 2 in the fifth grade band with over 100 
students). 
Funding Increase of No Effect: 
With federal stimulus money this year we hired another teacher and can better 
meet the needs of our school. 
Insufficient Staffing: 
We need more staffing to accommodate the number of students. I have had to add 
a beginning violin/viola class to my teaching schedule in order to keep those 
students in the program. 
Instrumental Music Fees 
Research Question 3 addressed the impact of fees on instrumental music budgets 
from the 2002-2003 to the 2008-2009 school years. Items 32 through 36 were 
constructed to address this research question, with items 35 and 36 soliciting respondents' 
opinions on how funding has affected their instrumental music budgets. 
The Impact of Music Fees 
Respondents were asked if families paid a user fee for instrumental music at the 
elementary, middle, and high school levels in the 2002-2003 and 2008-2009 school 
years in items 32, 33, and 34. All grade levels saw an increase in the number of schools 
charging a user fee for instrumental music between the two years. Fees were charged 
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most often at the elementary level, but the high school level saw the largest increase in 
the number of districts collecting fees. Table 8 shows the difference in the percentage of 
districts charging a fee in this period. 
Table 8 
Percentage of Schools Charging a User Fee for Instrumental Music 
Grade Level 2002-2003 2008-2009 %Change 
Elementary 11.7% 22.4% 91.45% 
Middle School 3.2% 10.2% 218.75% 
High School 3.3% 14.0% 324.24% 
Influences on Budget 
Items 35 and 36 were open-ended response items. Respondents were asked to 
identify the biggest effect on funding instrumental music programs, and how funding has 
affected their instrumental music program. This item had the highest response count out 
of the open-ended items garnering 52 responses. Category A respondents described how 
the slow economy and lack of local and state funding affected their programs. 
Respondents in Category B indicated that funding was not an issue. Respondents in 
Category C described how staffing cuts specifically affected their programs. Category D 
captured responses describing how a lack of funds for repairs and supplies affected their 
program. In Category E, respondents described the loss of feeder programs and the loss 
of a grade level in their beginner programs. Category F respondents commented on the 
implementation of user fees. Based on data from Categories A and E, respondents were 
most concerned with both their programs' lack of financial support for staff and lack of 
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funds to buy equipment, music, and supplies to run their programs. Another area of 
concern was the reliance on user fees, which several respondents reported had an effect 
on their program. 
The following quotations are representative of the comments for this question. 
Item 35: What would you identify as the biggest effect, if any, of funding on 
your instrumental music program? Please explain. 
Lack of financial support 
The economy at the national , state, and local level. 
lack of funding has put our program at risk 
Positive effect 
Our budget for music has actually increased since 2002-2003. 
We're lucky here. So far our funding has been stable. 
Cuts in staffing 
Lost [sic] of full-time band teacher positions down from 3 to 1. 
We went through a one elimination of elementary and middle school instrumental 
program due to budget cuts. We are rebuilding from that impact. 
Loss of equipment, repairs, and supplies 
Lack of equipment, music and low numbers. 
The fact that I do not have money in my budget to buy supplies that fit a MS 
music program. For example, instead of buying real drum equipment, I am forced 
to purchase eJem. Gen . music drum equipment that doesn't sound as good because 
it is cheaper. 
Cutbacks in instruction 
The elementary position was eliminated so therefore I have no feeder program. 
The town is in budgetary crisis. We let 3 part-time people go at the start of this 
school year and also dropped the bottom grades of the program. Strings now start 
in 4th grade and winds/percussion in 5 th grade. 
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Fees Instituted 
While our district offers scholarships, there is still a lot of pressure to collect fees. 
I have been told of several students who are deterred from the program because of 
the fee, either because of need or principle. 
We have noticed a drop in enrollment since we went to a fee-based program. The 
fees have gone up steadily over the years; while not prohibitory, the current 
economy has eliminated many families from participating. 
Our elementary band program is funded entirely through participation fees. 
Item 36 offered a final chance to remark on funding concerns. Comments were 
sorted into five categories. Respondents in Category A described how fundraising or 
funds from outside sources were included in their instrumental music budget. Category B 
respondents reported no effect from funding cutbacks. Respondents in Category C 
described the impact of cutbacks in their equipment, maintenance, and/or supply budget. 
Category D was reserved for respondents that mentioned staff cuts. In the fifth, 
respondents reported on the potential loss of their instrumental music program, indicating 
concerns with purchasing and maintaining instruments and the lack of funds in this area. 
Of particular concern were cutbacks in supplies, instruments, and maintenance. Many 
respondents cited their inability to replace or repair school instruments as a hardship for 
their program. The following quotations are typical of the comments for this item. 
Item 36: Has funding affected your instrumental music program in any 
other way? Please explain. 
Fundraising or funding from outside sources 
We have to rely on fundraising more, and on the parent group. 
Students have definitely had to absorb the cost of the budget cuts, tho [sic] we 
don't have fees. More fundraisers, more out of pocket expenses (ie can no longer 
reeds or method books etc). 
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Been able to obtain a number of useful resources (music and technology.) 
No effect 
Actually, no. Through some restructuring and changes in curriculum (and good 
administrative decisions), we've been able to establish for the first time an annual 
budget for instrumental music needs. 
Cutbacks in supplies, instruments, and maintenance 
Families are poorer so if I don't have a school inst to loan them, they don't 
participate. 
I have a budget of $600- too little for a program to florish [sic]. 
Fewer school instruments available due to repair needs not being met. We finally 
were able to use concert donations to fund instrument repairs at the elementary 
level in the 2009-2010 year. 
Cuts in staffing 
The bands are in great shape this year since there are few beginners. Next year we 
will see a fall in numbers in the older groups due to losing an entire grade in the 
feeder system. 
We fought losing staff last year but we will probably lose someone this year. 
Possible loss of program 
Yes, in 2002-2003 we had 4 full-time instrumental teachers, then it was cut fully, 
relying on after school and before school lessons, finally in 2205-06 [sic] we 
hired one instrumental teacher for 8 schools, then it was totally cut in 2009-2010. 
Instructional Time 
Research question four addressed whether and how the amount of instructional 
time for instrumental music changed from the 2002-2003 to the 2008-2009 school year. 
Items 19-24 and 27 and 28 were constructed with this research question in mind. In item 
19, respondents indicated the number of minutes of instrumental music instruction per 
week for the grade levels taught. Item 20 ascertained the number of instructional hours 
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lost due to standardized testing. Items 21 and 22 inquired if math or reading instruction 
had become part of the instrumental music class. Items 23 and 24 asked how remedial 
instruction for math and reading affected instrumental music classes. Items 27 and 28 
were open-ended asking how NCLB and funding has affected the amount of instructional 
time for instrumental music. 
Number of Instructional Minutes 
Respondents were asked to indicate the number of minutes of instructional time 
for their instrumental music classes for elementary, middle and high school levels for the 
2002-2003 and 2008-2009 school years (Table 9). The mean, median, and standard 
deviation were calculated for each level. The mean difference between the two years was 
also calculated for each level. The difference in the mean showed a small increase in the 
number of minutes at the high school level, while the middle school level displayed a 
small decrease. The largest decrease in instructional minutes (3.47%) occurred at the 
elementary level. The standard deviation was quite large for each level due to the large 
variability in responses. The middle school responses had an outlier of 2000 for the 
2002-2003 school year that was possibly a respondent input error and was removed. 
Table 9 
Number of Weekly Instructional Minutes per Level 
Level 
Elementary 
Middle School 
High School 
2002-2003 
Mean 
(SD) 
55.51 
(22.58) 
122.97 
(62.92) 
191.90 
(83.70) 
Median 
60 
124.5 
210 
2008-2009 
Mean (SD) Median 
53 .70 60 (26.58) 
122.13 120 (63.22) 
201.56 216.5 (86.90) 
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Mean Difference 
-1.81 
-0.84 
9.66 
A separate one-sample t-test was conducted on the data for each school level to 
determine if there was a significant difference between the means of the two years (Table 
10). 
Table 10 
Weekly Instructional Minutes t-test Results 
Level t Sig. (2 
Mean 95% CI 
df Difference from 
tailed) 02-03 
Lower Higher 
Elem. 08-09 11 .60 32 .000 1.82 44.27 63 .12 
MS 08-09 12.22 39 .000 .85 101.91 142.34 
HS 08-09 12.70 29 .000 9.67 169.12 234.01 
The mean elementary instructional minutes for 2008-2009 was lower than 2002-
2003 , a statistically significant difference of -1.81 (M = 53.70, SD = 26.58), t(O) = 11.60, 
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p <.005. The magnitude of the differences in the mean (Cohen's d (0.07), effect size r 
= .04) was small. The mean difference for the middle school was not statistically 
significant. The mean high school instructional minutes was higher, a statistically 
significant difference of 9.66 (M = 201.57, SD = 86.90), t(O) = 12.70,p < .005. The 
magnitude of the differences in the mean (Cohen 's d (.11), effect size r = .06) was 
moderate. 
A two-way between-groups analysis of variance was conducted to explore the 
impact of level and year on the number of instructional minutes. The groups were divided 
by level plus year: Elementary 02-03; Elementary 08-09; Middle School 02-03; Middle 
School 08-09; High School 02-03; High School 08-09. 
Table 11 
Tests of Between-Subjects Effects 
Source 
Corrected 
Model 
Intercept 
Level 
Year 
Error 
Total 
Corrected 
Total 
Type III 
Sum of 
Squares 
636336.303 
3154309.883 
636336.303 
771378.629 
4493370.000 
1407714.932 
df 
5 
1 
5 
200 
206 
205 
Note. Dependent Variable: Minutes 
Mean Square 
127267.261 
3154309.883 
127267.261 
3856.893 
F 
32.997 
817.837 
32.997 
Sig. 
.000 
.000 
.000 
Partial 
Eta 
Squared 
.452 
.804 
.452 
The interaction effect between the different levels and year was statistically 
significant, F(5, 200) = 33.00,p < .005, the effect size was large (partial eta squared 
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= .45). Post-hoc comparisons using the Tukey HSD test indicated that the mean 
difference for the same level was not statistically significant. The mean difference for the 
elementary levels was 1.82,p = 1.00; middle school, .85,p = 1.00; high school, 9.66,p 
= .99. Comparisons between the different levels were significant. The mean difference 
between the different levels was large, particularly between the elementary level and the 
middle school, and the elementary and high school levels, meaning that the effect of level 
on instructional minutes was significant. 
Standardized Testing and Instructional Time 
In item 20, respondents were asked to estimate how many hours of instructional 
time were lost to standardized testing in the 2002-2003 and 2008-2009 school years 
(Table 12). Instructors at all three levels noted an increase in the amount of instructional 
time lost due to testing, with the largest loss occurring at middle schools around the state. 
Standard deviation was large for the elementary and middle school levels due to the wide 
range of data. Elementary instructional hours lost in 2002-2003 ranged from less than 1 
to 270 hours per year; middle school, from less than 1 to 120 hours per year. The high 
school data varied less than the elementary and middle school levels for 2002-2003, 
ranging from less than 1 to 35 hours per year. For the 2008-2009 school year, the 
elementary range was the same as 2002-2003 but middle school jumped from 0 to 160 
hours per year, and high school from less than 1 to 50 hours per year. 
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Table 12 
Lost Hours of Instructional Time for Standardized Testing 
2002-2003 2008-2009 Mean % Change 
Difference 
Level Mean Me- Std. Error Mean Me- Std. Error 
(SD) dian Mean (SD) dian Mean 
Element 17.35 3 10.78 18.65 3 10.76 1.30 7.49% 
ary (54.98) (54.87) 
Middle 13.96 5 4.64 20.50 7 6.24 6.54 46.85% 
School (26.22) (35.32) 
High 5.62 4 1.58 7 .47 5 2.17 1.85 32.92% 
School (7.57) (10.42) 
Note. Lost instructional time is expressed in hours, not minutes. 
One-sample t-tests were performed on the differences in instructional time 
between the two years for all three levels. The differences for the middle school and high 
school levels were statistically significant. The mean number of minutes for the middle 
school (2008-2009) was (M = 20.50, SD = 35.32), a statistically significant difference 
from 2002-2003 of -6.53, t(O) = 3.28,p = .003. The effect size (Cohen's d.42, effect size 
r = -.21)) was moderate. The mean number of minutes for the high school (2008-2009) 
was (M = 7.47, SD = 10.42), a statistically significant difference of -1.85, t(O) = 3 .44,p 
= .002. The effect size was small (Cohen's d.22, effect size r = -.11)). Analysis indicated 
that the mean difference for the elementary level was not significant. 
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Table 13 
Lost Instructional Time to Standardized Tests t-test Results 
Level t df Sig. (2- Mean 95% Confidence 
tailed) Difference Interval of the 
from 02-03 Difference 
Lower Higher 
Elem. 08-09 1.73 25 .09 -1.30 -3.51 40.82 
MS 08-09 3.28 31 .003 -6.53 7 .76 33.23 
HS 08-09 3.44 22 .002 -1.85 2.96 11.98 
Math and Reading Instruction 
In item 21, respondents were asked if math and reading instruction were included 
as part ofthe instrumental music period. Previous research (Gerrity, 2007; Heffner, 2007) 
and anecdotal evidence indicated that math and reading instruction was becoming more 
prevalent during music classes in other parts of the country. This inspired me to 
investigate if this was happening in Massachusetts. Only four respondents replied 
affirmatively for the 2008-2009 school year all, at the middle school and high school 
levels. None of the respondents indicated any math or reading instruction in 2002-2003. 
Ten or 15 minutes of instruction was given at the middle school, the high school had one 
response of 15 minutes of instruction. 
For items 23 and 24 respondents were asked to indicate if students were pulled 
from instrumental music class for remedial math or reading instruction or if students were 
denied access to instrumental music classes in order to attend a remedial math or reading 
class. Twenty-six percent indicated they had students pulled from an instrumental music 
class for remedial math and reading in 2002-2003, compared to 39% in 2008-2009. 
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Approximately the same number indicated students were denied access altogether for 
2002-2003, compared to 40.6% indicating the same prohibition for 2008-2009-an 
increase of over 12%. 
Influences on Instructional Time 
Items 27 and 28 were open-response items. Respondents were asked to give their 
opinion on how NCLB and funding had affected instructional time in their instrumental 
music program. Sixty-four respondents answered item 27 with 42.2% (27) of them 
indicating a positive or negative effect. Three categories developed during the coding 
process. The greatest number of responses was in categories A and B. The first category 
of respondents discussed how instructional time with their students had changed under 
NCLB. Category B respondents indicated how testing and more remedial work in tested 
subjects affected the amount of contact time with students. The third category of 
respondents reported how NCLB had affected instrumental music schedules in their 
schools. The following quotations are representative of the categories of comments found 
for this question. 
Item 27: Do you feel that NCLB has affected the amount of instructional 
time for instrumental music per week? 
Changes in instruction time 
Less amount of time is allowed for instrumental music. 
It prompted an increase in time because when we switched to the arts period, we 
were able to encourage a higher frequency than previously enjoyed. 
Testing and remedial time 
Teachers are more protective of their class time due to the pressure to make AYP. 
Teachers will not allow students to come to class if they have a specific 
test/instruction that will be pertinent to MCAS, 
Scheduling changes 
Elementary principals have put greater restrictions on our schedule. 
No pull out lessons this year. 
Item 28 was similar to the previous question but focused on the influence of 
funding on instructional time. There were 63 responses to item 28 with over a third 
(34.9%) reporting that funding had affected instructional time. The data for item 28 
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yielded five categories. Category A respondents reported on the loss of instructional time. 
For Category B, respondents described how larger class sizes affected instruction. In the 
third category, three respondents reported how funds were directed away from 
instrumental music and towards MCAS instruction. Respondents in the fourth category 
indicated how their positions changed from all instrumental teaching, to part instrumental, 
part general music. Category E had the most responses-about 35%-in which 
respondents described how staff cuts had affected their program. The following 
quotations are representative of the comments for this item. 
Item 28: Do you feel that funding has affected the amount of instructional 
time for instrumental music per week? 
Instructional time reduced 
We have gone from 40 minutes instructional time to none. 
My string classes have been cut by 4/5 timewise. 
Increased class size 
Larger group lessons because of limited time of instructors, = less time for each 
student. 
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Funds directed to another area 
Funds are directed towards MCAS subjects. Less funding for arts. 
We had to cut 1.2 teachers in the instrumental program so that remedial math and 
reading teachers could be hired, especially at the elementary level. 
Staff reassigned 
My job as Middle school Instrumental Music Instructor was a full time position 
until2000, at which time it became .6 with the remaining .4 assigned as a General 
Music teacher in the elementary schools. 
Instrumental teachers also teaching general music 
Less staff 
We've lost music staff therefore we can't give the same amount of lessons, and 
we've had to start lessons a year later than we used to. 
We had our string position cut. 
Additional Comments 
The final questionnaire item was an open-ended response item asking the 
respondents to give any other comments concerning NCLB, funding and their 
instrumental music program. There were 23 responses to this item, with comments falling 
into three categories. Respondents in the first and most common category described how 
NCLB has affected or not affected their program. For Category B, respondents reported 
on the lack of funding in their district. The one response for Category C indicated that his 
district increased staffing and category four respondents answered with a simple "no" for 
no further comments. Many of the comments pertained to NCLB and went into some 
detail on the effects of NCLB on instrumental music programs. The following quotations 
are representative of the comments for this question. 
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Item 37: Do you have any other comments you would like to add about how 
NCLB and funding has affected your program? Please explain. 
NCLB 
The perception that "core" subjects are more important than "non-core" subjects, 
fostered by NCLB is, in my view, the biggest detriment to the instrumental music 
program. The instrumental program contributes significantly to the school and 
district mission statements, yet does not APPEAR to directly increase test scores. 
Because of pressure from NCLB and limitations due to funding, the focus on 
improving test scores trumps the focus on the school's mission every time there is 
a conflict. The vision of the school, crafted carefully in the best interests of the 
students, is thwarted by the pressures of NCLB, which, in effect, forces the school 
to forego the best possible education for the students in order to achieve the 
approved test scores in limited subjects. 
It is a shame that students that do not excell [sic] in school get pushed out of 
instrumental music in middle school because of NCLB. Many of these students 
excell [sic] and thrive in the instrumental program and should not have this taken 
away from them. For others, it is a place where they enjoy what they are doing 
and do not feel the academic pressure they feel in other classes. 
NCLB hasn't really impacted us YET. I am aware that this could change. 
Any budgetary concerns in our school system are not directly due to NCLB to my 
knowledge. I know that school systems are constantly struggling with the growing 
population of Special Needs students and the price to ship them to other schools 
that can accommodate their needs is incredible. If this is because of NCLB than 
this would be its only effect that I can see. 
Funding 
We don't worry too much about losing budgetary funding for our program 
because other than the salaries of the two full time Instrumental teachers there is 
nothing left in the budget to cut. There hasn't been any money spent on new 
instruments or music in our district in the last thirty years. Whatever we need we 
have to raise the funds for ourselves. 
We are sooooo lucky to still have a program- we have less time with the students 
yet are pressured to maintain quality. 
Other comments 
Our current year 2009/10 has seen an increase in all of the music staffing in our 
district. The administration has made a commitment to increase the arts while 
other neighboring communities are cutting programs. We are in the first of a 2 
year proving ground! The commitment is for the next school year as well. 
Summary 
I developed a questionnaire to study the effects of NCLB and the recent and 
ongoing financial crisis on instrumental music programs in Massachusetts. Many of the 
respondents did not have the necessary statistics and exited the questionnaire, but 81 
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respondents completed the questionnaire. Responses came from all five MMEA districts . 
The majority indicated they were concert band or instrumental teachers. 
Data on staffing, instructional time, and scheduling were also gathered and 
analyzed. Analyses of the data from the 2002-2003 and 2008-2009 school years were 
used to determine differences in staffing, instructional time, and scheduling; several 
statistically significant differences were found. Respondents also had an opportunity to 
give their opinion on how NCLB and funding had affected their programs through open 
response questions. The results of the analyses will be interpreted and discussed in 
chapter 5. 
CHAPTERS 
CONCLUSIONS 
The purpose of this study was to determine what changes, if any, the No Child 
Left Behind Act of 2001 (NCLB) and the economic recession of 2008 had on 
instrumental music programs in Massachusetts. I addressed the following research 
questions: 
1. How did staffing of instrumental music programs in Massachusetts' 
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Public schools change between the 2002-2003 and 2008-2009 school years? 
2. How did NCLB and shrinking financial capacity change when instrumental 
music classes are offered between the 2002-2003 and 2008-2009 school 
years? 
3. How have changes in music fees between the 2002-2003 and 2008-2009 
school years impacted instrumental music programs? 
4. How did instructional time for instrumental music in Massachusetts' public 
schools change between the 2002-2003 and 2008-2009 school years? 
I used a survey to collect data from instrumental music teachers and music 
directors in Massachusetts on their perceptions of how NCLB and funding impacted their 
instrumental music program. I used descriptive statistics and the chi-square goodness of 
fit test to analyze the demographic data. I used the one-sample t-test to determine which 
data from 2002-2003 and 2008-2009 school years was statistically significant. I further 
scrutinized the instructional minutes data by using a two-way ANOV A to determine 
whether there were significant differences in the mean scores between the three grade 
levels and to discover if there was an interaction effect (Pallant, 2007). I coded and 
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categorized the open-response answers using a structural coding method as described by 
Saldana (2009), looking for patterns and themes in the responses. The analysis in Chapter 
4 included some of these responses. 
The conclusions presented in this chapter are based on an analysis of the 
questionnaire's open-ended responses and quantitative data. In this chapter, I also discuss 
the finding's implications for the profession, limitations of survey design, and directions 
for future research. 
Discussion of Findings 
Overall, I found statistical significance in many of my research findings. Of 
particular note were the changes in the number of districts implementing music user fees, 
the amount of class time lost due to standardized testing, and the changes in staffing 
levels. The changes in staffing were significant, but the magnitude of the effect was 
smaller than expected. 
The results of the chi square goodness of fit test on the distribution of usable 
responses showed Central District had a small number of responses (7) compared to the 
number of school districts. I expected a higher response rate closer to the numbers of the 
other four districts. The Western District had more responses than I expected. It did have 
the highest number of school districts, which may explain the greater response. NCLB 
and budget reductions may have affected this region more than other parts of the state, 
thus the greater response. 
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Staffing 
Staffing levels for Massachusetts instrumental music programs declined between 
2002-2003 and 2008-2009. The number of full-time positions decreased 10.27% 
between the two years; during the same period, the number of part-time positions 
increased by 5.52%, but the total FfE of part-time positions fell. The total full-time 
equivalency (FfE) fell by 3.47%. One-sample t-tests using data from this research 
question showed that the mean difference in full-time positions between the two years 
was significant, as were the findings for part-time teachers, and total FfE. Music 
directors and instrumental music teachers confirmed the findings in their comments on 
the effect of NCLB and funding on their programs. 
In the present study, I found that budget cuts and the emphasis on math and 
reading in today's curriculum influenced a reprioritizing of staffing needs that affected 
the state's instrumental music programs. Pederson (2007) reported that NCLB impacted 
resources and instructional time in non-assessed subjects including the arts. Fields (1982) 
determined that curricular decisions by principals and school boards, and state and local 
funding affected the status and staffing of instrumental music programs, but were not the 
most critical factor. Other factors such as administrative or parental support were more 
critical to instrumental music. The present study did not address these factors, but my 
findings agreed with Fields' in that curricular decisions and local funding influenced 
staffing levels. 
Budget cuts and educational reform had an influence on staffing reductions at the 
elementary and secondary levels. School districts were aligning their curricula with state 
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standards and reprioritizing staffing needs. These findings were similar to DiLullo's 
(2003); however, I did not include administrative decisions as part of my study. Although 
DiLullo's study antedates the implementation of NCLB and only examined elementary 
instrumental music programs, school districts were already beginning to align curricula to 
reflect the increased emphasis on math and reading scores. The present study confirmed 
the continuation of these trends into 2009. 
One finding that came out of the open response items on music staffing in this 
study was that funds were being redirected from instrumental music programs and into 
remedial math and reading programs, resulting in reductions in music staffing. Similar 
results were found in other research, such as Morrison's (2004) study, which found that 
testing mandates combined with the budget crisis had adversely impacted music 
programs in California. 
Prior to this study, reports of program reductions and elimination were largely 
anecdotal. One goal of this study was to quantify the data on program reductions and 
eliminations in order to identify if this was a trend in the state. According to the data, 
reductions were more prevalent than program eliminations. Elementary instrumental 
programs seemed to be more affected than secondary programs. The report Progress in 
Jeopardy, (2004), reported that Barnstable and Haverhill had to eliminate instrumental 
programs. My study confirmed the fact that some school districts lost all or part of their 
instrumental music programs. 
Instrumental Music Availability 
The scheduling of instrumental music during the school day decreased slightly 
between the 2002-2003 and 2008-2009 school years. Some districts had to move their 
program to a non-academic time such as recess or lunch, or outside the school day 
altogether. Some districts started beginners in a higher grade than previously offered or 
moved beginner programs out of the elementary schools into the middle school, but 
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others started earlier. Most districts reported no changes to their program, with five 
reporting a decrease in the number of schools offering instrumental music, and five 
reporting an increase in the number of schools. One school sacrificed its program entirely. 
Although the findings showed a small decrease in the availability of instrumental 
music, I expected a higher number of programs eliminated or moved out of the school 
day because of the amount of anecdotal evidence I had received through conversations 
with other music educators. The changes affected few programs, but there was some 
concern that a growing number of existing elementary programs were offered during an 
increasingly narrower window of time during the school day. Offering programs at recess 
or lunch during the day can be a source of conflict or stigma for students who would 
otherwise be enticed to play an instrument, thereby affecting the size and quality of these 
programs. 
This study showed that educational reform or improving the achievement gap had 
a greater influence on instrumental music scheduling practices in 2009 than it did in 2002 
at the beginning of the current reform era. Respondents to the open-response items on 
scheduling indicated NCLB affected when they could schedule or not schedule 
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elementary instrumental music classes. This practice is a change from early in the 
education reform movement (1993-2003) when the leading factors in elementary 
instrumental scheduling practices were administrative decisions and budget, followed by 
educational reform (DiLullo, 2003). I did not include administrative decisions in my 
study, but education reform and budget were the top two reasons for changes in 
scheduling practices. 
The number of students participating in instrumental music dropped slightly at the 
elementary and middle school level , but the high school level increased by 13.46%. It is 
unclear from the comments in the open-response items for this section what led to this 
unexpected increase in high school music participation. One possibility is the addition in 
recent years of an arts course requirement in order to graduate. In Heffner's study (2007) , 
a majority of the music supervisors responding to his survey indicated fewer students 
participated in music in 2007 than in 2001, whereas in the present study, there were slight 
decreases only at the elementary and middle school levels. Heffner's study looked at 
overall music participation including general music; I concentrated on instrumental music 
only. 
Also noteworthy in relation to this research question were concerns about the 
reduction in contact time and the increase in extra math and reading classes affecting 
when students can participate in instrumental music classes. The themes that emerged 
from the data analysis were: students having less class time, being denied access, the 
addition of extra reading and math classes, and avoiding certain subjects or blocks of 
time. Teachers expressed concern with the difficulty the new academic requirements 
94 
presented to scheduling music lessons or ensemble rehearsals due to new academic 
requirements. Heffner's 2007 study cited some of the same concerns as presented here: 
difficulty scheduling music classes due to increased academic requirements and 
ensembles being forced out of the school day. Gerrity (2007), on the other hand, reported 
that the majority of principals in Ohio indicated no change in the number of instructional 
minutes for music classes. 
There were fewer data on funding's effect on instrumental music scheduling. The 
greatest concern was alterations in instruction, which changed due to staff reductions . 
Because of these changes, students were increasingly grouped into one, large class . 
Teachers also had to pick up other types of classes in their schedule, such as band 
instructors teaching beginning string classes. Respondents to the open-response items for 
scheduling were concerned with these changes in instruction: "Students are unable to 
attend instrumental lessons during teaching of core subjects, thus group sizes are much 
larger during non-core blocks. This severely impairs the efficiency of the lessons and the 
students' experience" (Item 25, respondent #11). These changes had the net effect of 
decreasing the amount and quality of instruction each student receives. 
The present study confirmed that NCLB is perceived as having had an effect on 
the amount of instrumental music funding, but it is not the only reason for funding 
reductions for music programs: The state and local economy also affected funding. As 
mentioned previously, staffing and scheduling had been adversely affected by funding 
reductions. Statements such as "With few music teachers, scheduling lessons and 
sectionals have become increasingly challenging over the past few years" (Item 35, 
respondent #8), and "Yes, the instrumental band program went from having three full-
time positions to one" (Item 26, respondent #24), confirms the effects of funding on 
programs. The findings agree with the findings by Heffner (2007) who concluded that 
NCLB had a negative impact on funding for music programs, and Gerrity (2007) who 
stated that staff, scheduling, and the number of music course offerings were all affected 
by reduced funding. 
The Institution of Music Fees and Funding of Music Programs 
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User fees, including music fees, became more prevalent during the period from 
2002-2009. These charges increased at all levels, but particularly at the middle school 
level and high school level. Directors and instrumental teachers expressed concern about 
students that had been deterred from participating in their programs because of the 
prospects of these additional payments. Some directors noted that enrollment had 
dropped since instituting a fee-based program. In some cases, user fees funded entire 
elementary instrumental music program. 
The findings related to music fees indicated that these payments covered some or 
all of the costs associated with running an instrumental music program. School districts 
were more likely to charge a fee at the elementary level. There were significant increases 
in the number of programs charging fees between the two years. Hawkins's (2005) 
tracked school fees for all types of activities, including music fees. According to 
Hawkins's data, there was a significant increase in music fees between 2005 and 2012. In 
2005,21 school districts charged fees for instrumental music; in 2012,30 districts 
charged such fees, an increase of 42.87%, which was similar but not as dramatic an 
increase as my findings. 
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When asked to identify the biggest effect funding had on their instrumental 
program, some respondents indicated their budget remained intact or even enjoyed an 
increase in funding . The majority, however, indicated a negative effect. Lack of money 
for supplies and repairs, equipment purchases, and staff reductions were all listed as 
adverse effects of reduced instrumental music budgets. Comments such as "The entire 
school system has had a 30% budget cut across the board in every subject level. 
Sacrifices need to be made in purchasing new music, equipment etc." (Item 35, 
respondent #24) confirmed changes in funding to music programs. These findings were 
not surprising or unexpected given the state of the economy. My findings were consistent 
with those by Heffner (2007) and Abril and Gault (2006, 2008), who found that decreases 
in funding negatively impacted music programs. I did not look for statistical correlation 
between budget limitations and reductions in instrumental music; however Fields (1982) 
found no statistical correlation between schools that had budget limitations and the 
reduction or elimination of instrumental music from the curriculum. 
Changes in Instructional Time 
I examined overall instructional time to determine whether standardized testing or 
math and reading instruction had any effect on the amount of instructional time for 
instrumental music. Respondents were asked to give the total number of instructional 
minutes for the levels they taught. I calculated the mean instructional minutes for each 
level for both 2002 and 2009, then using the one-sample t test, determined the magnitude 
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of the difference in the mean. The decrease in the mean for instructional minutes at the 
middle school level was found not statistically significant between the two years in 
question. The magnitude of the mean difference at the elementary level was moderately 
significant (r = .04). I expected the mean for instructional minutes at the high school level 
to decrease as well; instead, it increased for the same two years. The magnitude of the 
mean difference was moderately significant (r = .04). 
In items 20-22, I analyzed the possible causes for changes in the amount of 
instructional minutes between 2002 and 2009. First, respondents estimated the number of 
hours of instructional time lost per year due to standardized testing. The elementary level 
had the smallest estimated decrease in instructional hours while the middle school and 
high school levels displayed a significant reported decrease in instructional hours due to 
standardized testing. Testing hours at the middle school increased over 46%. The one-
sample t-tests that I conducted on lost instructional time indicated the decreases were 
significant (p < .05). I expected this finding given the elevated emphasis on standardized 
testing in recent years and other studies' similar results. My findings were in line with 
results by Heffner (2007) and Gerrity (2007) who both reported a loss in instructional 
time due to standardized testing. 
Additionally , I examined the inclusion of math and reading instruction as part of 
the music class, rather than in lieu of the instrumental music class. I found a negligible 
amount of reading or math instruction included in instrumental music classes in 
Massachusetts . This is contrary to the literature in states like Ohio, where 60% of 
principals reported expecting music teachers to include reading or math instruction as 
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part of a music class (Gerrity, 2007). Although teaching math and reading skills was 
expected of music teachers, there was no evidence in the study that the teaching actually 
occurred. Respondents to Gerrity's (2007) study also alluded to music teachers being 
asked to include math or reading instruction in their classes. 
My study expanded the literature by reporting on instrumental music instructional 
time at the elementary and the secondary level, rather than just general music time at the 
elementary level. My findings were similar to those by McMurrer (2008) who reported an 
average decrease of 57 minutes for elementary music. 
Limitations 
This study attempted to determine the impact of No Child Left Behind and the 
economy on instrumental music programs in Massachusetts. It does not focus on any 
other influences that might positively or negatively affect these programs. Therefore, I 
acknowledge the following limitations: 
1. Results may be generalized only to Massachusetts' instrumental music 
teachers and supervisors. I was unable to collect data from the larger urban 
areas of the state including Boston, Worcester, and Springfield. I was unabie 
to access email addresses from all three communities. 
2. The results are not an exhaustive list of issues and concerns regarding 
instrumental music programs in Massachusetts. Potential non-examined 
factors such as administrative priorities, administrative support, parental 
support, socio-economic status, and enrollment or retention issues were not 
included. 
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3. Survey research by itself cannot determine causal relationships, but can only 
suggest relationships. In this case, this research suggests there is a relationship 
between No Child Left Behind and the economy on changes in 
Massachusetts' instrumental music programs. A correlational research design 
is necessary to prove causal relationships. 
Implications 
This study suggests that there is a relationship between No Child Left Behind and 
the economy and changes to instrumental music programs in Massachusetts and music 
programs around the country. School principals and music educators have had to rely on 
anecdotal evidence as to how NCLB and the economy have affected programs around the 
state when evaluating future changes to funding and curriculum. As stated in chapter one, 
a more accurate depiction of instrumental music programs in Massachusetts combined 
with studies from other states will provide music educators, policymakers, and those 
responsible for allocating funds, evidence of how programs are coping under NCLB and 
funding cuts, and the affects on music student learning. Few studies exist that document 
these effects on music education; even fewer discuss these changes for instrumental 
music. Because these factors impact all the arts, and indirectly affect other aspects of 
education and childhood development, this study represents an important contribution. 
I have provided results on data from 2002-2009, but instrumental programs 
continue to feel the effects of educational reform and the economy. This study explored 
only the beginning of the implications, such as fewer teachers, reduced instructional time, 
and implementation of user fees on these programs, but can serve as a baseline for 
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comparison to future studies. The changes instrumental music instruction and programs 
have undergone amidst economic improvement and further educational reform remains to 
be investigated, but the long-term implications of these changes are disconcerting. 
The open-response data I collected highlights concerns about scheduling around 
large blocks of reading or math instruction, standardized test preparation, and testing, 
each of which can be expected to continue. If more subjects are added to standardized 
tests, I expect the trend of providing more time for these areas of the curriculum will 
continue. It would be interesting to see if additional instructional time would be added to 
music classes if music were included in standardized testing. 
The open-ended data on lost instructional time due to standardized test 
preparation or testing indicates an increasing amount of time spent on these activities. I 
am concerned that this trend may continue if more subjects are tested. Currently, the 
tested subjects in Massachusetts are math, reading, and science. The History and Social 
Sciences Assessment and Development committees no longer meet due to the suspension 
of the MCAS social studies assessment. The addition of a social studies test is unclear 
(DESE, 2012). Fortunately, most music teachers have not been asked to provide 
instruction or tutoring in math or reading, as evidenced by the data collected. I do not 
expect to see this as a growing trend in this state. 
My results agreed with the data that Hawkins (2005) compiled showing that user 
fees are an increasingly common way to provide more funds to programs. All types of 
communities have instituted these fees. Although many families can afford these charges, 
families from urban or lower class communities may find it difficult to afford them, 
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thereby restricting access to only those families that can afford them. Although some 
districts offer scholarships, some students are deterred from joining the program. "I have 
been told of several students who are deterred from the program because of the fee, either 
because of need or principle," (Item 35, respondent #25). Once cities and towns start 
charging fees, it is difficult to find alternative forms of funding to replace them. I expect 
these fees to become an accepted aspect for music programs, despite the access 
restrictions they necessarily imply. 
I considered whether Massachusetts' instrumental music programs were stronger, 
weaker, or unchanged due to NCLB and the recession. Gerrity (2007) included the 
condition of staffing, student access, course offerings, and instruction time to determine 
the overall status of Ohio's music programs. Using this definition plus the inclusion of 
funding, I concluded that Massachusetts' programs were weaker due to the decrease in 
total FfE (-7.68%), a small decrease (-2.76%) in the number of schools offering 
instrumental music, and a decrease in the number of instructional minutes due to 
standardized testing. Respondents also stated in open-response items that some students 
were denied access or were discouraged from attending instrumental music classes if it 
interfered with math or reading instruction. In many districts, funding was reduced due to 
the economic recession, affecting staffing levels, repairs, and the purchase of 
instructional materials. 
Future Research 
Previous studies on the affects of No Child Left Behind have focused on music or 
the arts in general. Instrumental music is vulnerable to reductions because of the lower 
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number of students that participate in it. The findings in this study will add to the 
literature on NCLB and music, as well as adding to the literature on funding and music. 
Other researchers will benefit from this study as a way to investigate educational 
reform's impact on instrumental music and similarly marginal programs in other states, 
or to study how educational reform affects choral or general music programs. Future 
studies could also continue the present research beyond the 2008-2009 school year. 
Conditions continue to change for instrumental music in Massachusetts; a longitudinal 
study would be useful to continue to track these changes. 
What remains to be investigated are alterations other than what was studied here 
that instrumental music programs might undergo because of the influence of further 
reforms. Will programs outside of the school day or outside of academic time (e.g.lunch 
or recess), become the norm? Are these steps toward elimination? This study provides 
some evidence for this trend, particularly in the elementary schools. 
As the economy improves, it would be useful to study whether and how 
instrumental music programs rebound from years of budget reductions. It would be 
interesting to see if a reduction or elimination in user fees is possible as the financial 
picture brightens, or if it becomes a permanent part of the budget. An additional study on 
user fees could investigate how fees are collected and if the fees go to the program they 
are supposed to support or to the school districts' general fund. It would also be useful to 
study whether additional positions are added to music programs, and the effects of school 
districts' strategy of adding part-time jobs to save money on benefits, rather than full-
time jobs. 
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Another possible area of study is the influence of the "Race to the Top" grants. 
Public school music educators may be interested in tracking how the changes to NCLB 
have either positively or negatively affected music programs, and whether the inclusion 
of music as a core subject is beneficial to the profession. Music teachers should take an 
interest in what is happening in other programs because they can learn how other schools 
have handled the challenges of education reform and reduced funding. In conjunction 
with other studies, my research could be used to identify significant trends in music 
education in this country. 
Conclusion 
No Child Left Behind has had a substantial impact on the education of students in 
America's schools. The emphasis on standardized testing and preparation for such tests 
has affected many parts of the curriculum, not just reading and math, and has started a 
national conversation on its merits and demerits. Resources and instructional time have 
been shifted towards tested subjects, and away from subjects such as social studies, 
physical education, art, and music. McMurrer (2008) has documented the detrimental 
effects of curricular narrowing. Gerrity (2007) and Heffner (2007) both reported negative 
impacts of NCLB on music programs. Although the results of the present study focused 
on instrumental music, they were similar to both Gerrity's and Heffner's studies which 
included all types of music programs. Statistically, the results were not overwhelmingly 
negative, but the qualitative data indicated a perception of a strong adverse effect on 
programs. 
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Funding reductions due to either NCLB or the poor state of the economy affected 
staffing levels with programs losing full and part-time staff. Again, this was not a 
statistically significant loss, but was a grievance in the open-ended data. Money for 
purchasing or repairing instruments or purchasing supplies was curtailed in many districts 
affecting directors' ability to maintain current levels in their programs. User fees have 
become more common as a funding source to either help prevent losing programs or to 
maintain current levels. 
The purpose of this study was to investigate how NCLB and the economic crisis 
affected instrumental music programs. While the results of the study were not as 
significant as I had anticipated, it did show that programs had been negatively impacted. I 
view this study as the beginning of an investigation into a wider trend with more to be 
learned from its continuation by other researchers. 
Appendix A 
Informed Consent and Questionnaire 
Question 1: Please check one of the following: 
___ I have access to instrumental music program statistics from the 2002-2003 
school year. Click next to proceed to the survey. 
___ I do not have access to instrumental music program statistics from the 2002-
2003 school year. Click next to exit the survey. 
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Part 1. Informed Consent 
Boston University College of Fine Arts 
855 Commonwealth Avenue 
Boston, Massachusetts 02215 
T 617-353-3350 F 617-353-5331 
www.bu.edu/cfa 
INFORMED CONSENT FORM 
llillrlUI 
Title of Project: Educational Policy and Instrumental Music Program Funding: 
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Teachers Perceptions of How No Child Left Behind and Economic Downturn Have 
Affected Staffing, Scheduling, Curriculum Content and Funding of Massachusetts 
Public Schools Instrumental Music Programs 
I would like permission to enroll you as a participant in a research study. The purpose 
of the study is to learn more about how NCLB and funding affect instrumental music in 
Massachusetts. By better understanding these factors, music educators can produce a 
clearer picture of the state of instrumental music in the public schools. The Principal 
Investigator, Allison Sanders, is a Doctoral student at Boston University and the project 
is being completed for her dissertation research. 
Procedures 
If you volunteer to participate in this study, I would ask you to complete a questionnaire. 
The questionnaire consists of thirty-eight questions about how NCLB and funding have 
affected your instrumental program in the years 2002-2003 and 2008-2009. You are 
asked to complete this questionnaire within one month after receiving it. It should 
take you no more than twenty minutes to complete the questionnaire. 
Risks and Discomforts 
There are no known risks associated with participation in the study. You are always 
free to skip a question in the questionnaire. 
Benefits 
This study will contribute toward the understanding of the factors affecting instrumental 
music in Massachusetts. You will not receive any benefits from participating in this study. 
Compensation 
You will not receive any compensation for participating in this study. 
Boston University College of Fine Arts 
855 Commonwealth Avenue 
Boston, Massachusetts 02215 
T 617-353-3350 F 617-353-5331 
www.bu.edu/cfa 
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Confidentiality 
Your answers will be kept confidential and may not be disclosed, unless required by law 
or regulation. The information you provide will be published only in aggregated form 
(for example, tables of information). No identifiable information will be included in any 
presentation or publication. 
Data will be stored in locked files only accessible to the Principal Investigator and her 
dissertation advisor and destroyed at the end of the research. All research data will be 
assigned a code. The list that links the name of subjects to their code will be kept 
separately in a locked cabinet. The signed consent forms will be kept separate from the 
research data. 
Voluntary Participation 
Your participation in this research is purely voluntary. Refusing to participate or 
discontinuing participation will involve no penalty or loss of benefits to which you are 
otherwise entitled. Should you discontinue participation, you can request that all data 
previously collected be destroyed. You may refuse to answer any question in the 
on the questionnaire. 
Contacts 
If you have questions regarding this research, either now or at any time in the future, 
please feel free to ask them. The Principal Investigator- Allison Sanders at will be 
happy to answer any questions you may have. 
Questions may also be addressed to the faculty advisor- Professor Ronald Kos at 
You may obtain further information about your rights as a research subject 
by calling , the coordinator of the Boston University Institutional 
Review Board for Human Subjects Research at or at 
Agreement to Participate 
I have read this consent form. All my questions have been answered. I agree to 
participate in this study. I have been given a copy of this form. 
Name of Subject 
Question 2: Please check one: 
__ I have read this form and consent to participate in the survey. 
__ I have read this form and choose not to participate in the survey. 
Question 3: Your Name: ________________ _ 
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Part 2. Demographics 
4. In what school district do you teach? _______________ _ 
5. What is your position? Check all that apply. 
a. __ Music Department Chairperson 
b. __ Instrumental music teacher 
c. Jazz band director 
d. __ Marching band director 
e. General Music teacher 
f. Choral teacher 
g. __ Show Choir director 
6. What level do you teach? Check all that apply. 
a. __ K-5 
b, __ 6-8 
c. __ 9-12 
7. How many years have you been teaching? ___ _ 
8. How many years have you been in your current position? ___ _ 
9. What are the total number of schools in your school district? ___ _ 
10. In how many schools do you teach? ___ _ 
11. What type of ensembles do you teach? Check all that apply. 
a. __ Band 
b. __ Orchestra 
c. __ Jazz Band 
d. __ Other instrumental ensembles 
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Part 3. Program Information 
Please fill in the following information for the two school years indicated. 
Question Program Information 2002-2003 school 2008-2009 school 
Number year year 
12 Number of full-time 
instrumental teachers 
employed in your school 
district 
13 Number of part-time 
instrumental teachers 
employed in your school 
district 
14 Total FfE of all part-time 
teachers employed in your 
school district 
15 Number of schools in your Elementary Elementary 
district that have Middle School Middle School 
instrumental music High School High School 
16 Grade that wind and 
percussion students start 
lessons 
17 Grade that string students 
start lessons 
18 In the schools in which 
you teach, what is the 
number of minutes of 
instrumental music 
instruction per student per 
week? Include ensemble 
and class or private lesson 
time. 
18 In the schools in which Elementary Elementary 
you teach, how many Middle School Middle School 
students take instrumental 
music? High School High School 
19 In the schools in which Elementary Elementary 
you teach, what is the 
number of minutes of 
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instrumental music Middle School Middle School 
instruction per student per 
week? Include ensemble 
and class or private lesson 
time. Fill in only the High School High School 
levels that apply to your 
teaching situation. 
20 How many hours of 
instructional time per year 
do you estimate are lost to 
standardized testing? Fill 
in only the levels that 
apply to your teaching 
situation. 
21 Are you required to 
include math or reading 
instruction as part of your 
instrumental music class? 
22 How many minutes of Elementary Elementary 
required reading or math 
instruction per 
instructional period do you Middle School Middle School 
include in your 
instrumental music class? 
Fill in only the levels that High School High School 
apply to your teaching 
situation. 
23 Do students get pulled Yes Yes 
from instrumental music 
class for remedial help in No No 
math or reading? 
24 Have instrumental music Yes Yes 
students been denied 
access to instrumental No No 
music classes because they 
must attend remedial math 
or reading classes? 
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Part 4. Factors Affecting Instrumental Music Programs 
The following questions refer to how the No Child Left Behind Act and funding has 
affected your instrumental music program. 
25. Do you feel that NCLB has had an effect on when instrumental music classes 
are scheduled in your school? 
a. __ No effect 
b. __ Yes. How? ____ _ 
26. Do you feel that funding has had an effect on when instrumental music classes 
are scheduled in your school? 
a. __ No effect 
b. __ Yes. How? ___ '----
27. Do you feel that NCLB has affected the amount of instructional time for 
instrumental music per week? 
a. __ No effect 
b. __ Yes. How? ____ _ 
28. Do you feel that funding has affected the amount of instructional time for 
instrumental music per week? 
a. __ No effect 
b. __ Yes. How? _______ _ 
29. How do you feel NCLB has affected staffing levels for instrumental music? 
a. __ No effect 
b. __ Yes. How? 
30. How do you feel funding has affected staffing levels for instrumental music? 
a. __ No effect 
b. __ Yes. How? 
31. What would you identify as the biggest effect, if any, of NCLB on your 
instrumental music program? Please explain: 
The following questions refer to how funding has affected your instrumental music 
program. 
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Question Number Budgeting Issues 2002-2003 school 2008-2009 school 
year year 
32 In your school district, Yes Yes 
do students/families 
pay a fee to participate No No 
in elementary 
instrumental music 
33 In your school district, Yes Yes 
do students/families 
pay a fee to participate No No 
in middle school 
instrumental music 
34 In your school district, Yes Yes 
do students/families 
pay a fee to participate No No 
in high school 
instrumental music 
35. What would you identify as the biggest effect, if any, of funding on your instrumental 
music program? Please explain: 
36. Has funding affected your instrumental program in any other way? 
Please explain: 
37. Do you have any other comments you would like to add about how NCLB or funding 
has affected your program? Please explain: 
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AppendixB 
Initial Email 
November 10, 2009 
Dear Colleague, 
My name is Allison Sanders. I am a doctoral candidate at Boston University and music 
educator in Massachusetts. I am currently working on my dissertation. I am studying the 
effects of No Child Left Behind and the current budget crisis on instrumental music 
programs here in Massachusetts. As part of my study, I will be collecting data on how 
these factors have affected instrumental music in the 2002-2003 school year and the 
2008-2009 school year, or the beginning of NCLB and its continued affects several years 
later. Some of the areas I will be comparing are the size of your instrumental program, 
what grades music lessons start, the types of ensembles you offer, if you charge a fee for 
music, if class time has been added or lost due to NCLB, etc. 
In a few days I will email a link to my survey. It should take approximately 15 minutes 
to complete. A research study of this type has never been attempted, so participation in 
the survey is important in order to get a clearer idea of what is happening to our 
instrumental music programs in Massachusetts. I believe this research will be of great 
interest to music educators in this state as well as around the country. 
Feel free to email me with any questions that you may have. I look forward to reading 
your responses. 
Allison Sanders 
Doctoral Candidate 
Boston University 
asanders@bu.edu 
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Appendix C 
Follow-up Email 
November 29,2009 
Dear Colleague, 
I recently sent you an email asking you to respond to a brief survey about how NCLB and 
the current budget crisis have affected instrumental music programs in Massachusetts. I 
have received over 100 responses, with 70 respondents completing the survey. 
I still need more responses in order to make my research as reliable as possible. If you 
have already taken the survey, thank you for your time. If you have not, please click on 
the following link to be taken directly to the survey. 
http://www .surveymonkey.com/s/F9FR2YM 
Your response is very important to this research. The more data collected, the more 
reliable the results will be. Thank you again for completing the survey. 
Sincerely, 
Allison Sanders 
Doctoral Candidate 
Boston University 
115 
AppendixD 
Final Email Reminder 
December 6, 2009 
Dear Colleagues, 
Thank you again for your support while I complete my dissertation research. I have 
received many supportive emails and an excellent response rate so far. I will be closing 
out the survey on December 13, so if you intend to complete the survey but have not done 
so, this would be a good time to complete it and have your voice heard. 
The link below will take you directly to the survey. 
htto://www.surveymonkey.com/s/F9FR2YM 
Once again, thank you for your support and best wishes for the holidays. 
Sincerely, 
Allison Sanders 
Doctoral Candidate 
Boston University 
Boston University Charles River Campus Institutional Review Board 
25 Buick Street 
Boston, Massachusetts 02215 
T 617-353-4365 F 617-353-6660 
Ms. Allison Sanders 
Doctoral Candidate 
College of Fine Arts, Department of Music 
Mailing Address: 
70 Aster Circle 
Weymouth, MA 02188 
Dear Ms. Sanders: 
IRB 
IRB File # 1977E 
Title: "Educational Policy and Instrumental Music 
Funding: Teachers Perceptions of How No Child 
Left Behind and the Economic Downturn have 
Affected the Staffmg, Scheduling, Curriculum 
Content and Funding of Massachusetts Public 
Schools Instrumental Music Programs" 
June 22, 2009 
Tne Charles River Campus Institutional Review Board has completed its review of your 
research protocol referenced above. Expedited approval was granted in accordance with Federal 
Regulations 63 FR 60364 (6) and (7) and 45 CFR 46, a copy of which you received in the 
standard IRB application kit. The requirement for a signed consent form can be waived per 45 
CFR 46.117 (c) (2). I am enclosing an original of the consent form for this project; it has been 
stamped for your current use in keeping with IRB procedures (also enclosed). 
This approval is valid for one year, effective the date of this letter. Any changes or 
modifications to the protocol as now approved must be reported to and acted on by the IRB prior 
to implementation. Please call me at 617/353-4365 if you have any questions or if! can be of 
further assistance. 
Sincerely, 
~J~ 
Ed Szkutak, CRC-IRB 
Enclosures 
cc: Professor Ronald Kos, CF A 
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Boston University Col lege of Fi ne Arts 
855 Commonwealth Avenue 
Boston, Massachusetts 02215 
T 61 7-353-3350 F 617-353-5331 
Boston Univenity College of Fine Arts 
855 Commonwealth Avenue 
Boston, Ma•sachusctts 02215 
T 617-353-3350 F 617-353-5331 
www.bu.edu/cfa 
INFORMED CONSENT FORM 
Title of Project: Educational Policy and Instrumental Music Program Funding: 
Teachers Perceptions of how NCLB and the Economic Downturn have Affected the 
Staffing, Scheduling, Curriculum Content and Funding of Massachusetts Public 
School Instrumental Music Programs 
I would like pennission to enroll you as a participant in a research study. The purpose 
of the study is to learn more about the factors that affect instrumental music in 
Massachusetts. By better understanding these factors, music educators can produce a 
clearer picture ofthe state of instrumental music in the public schools. The Principal 
Investigator, Allison Sanders, is a Doctoral student at Boston University and the project 
is being completed for her dissertation research. 
Procedures 
If you volunteer to participate in this study, I would ask you to complete a questionnaire. 
The questionnaire consists of thirty-eight questions about factors affecting your 
instrumental program in the years 2002-2003 and 2008-2009. You are asked to 
complete this questionnaire within one month after receiving it. It should take you no 
more than twenty minutes to complete the questionnaire. 
Risks and Discomforts 
There are no known risks associated with participation in the study. You are always 
free to skip a question in the questionnaire. 
Benefits 
This study will contribute toward the understanding of the factors affecting instrumental 
music in Massachusetts. You will not receive any benefits from participating in this 
study. 
Compensation 
You will not receive any compensation for participating in this study. 
Confidentiality 
Your answers will be kept confidential and may not be disclosed, unless required by law 
or regulation. The information you provide will be published only in aggregated form 
(for example, tables of information). No identifiable information will be included in any 
presentation or publication. 
[ CRC-IRBApproval: &?/-t-&;f§J 
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Boston University College of Fine Arts 
855 Commonwealth Avenue 
Boston. Massachusetts 02215 
T 617-353-3350 F 617·353-5331 
Bosloll Unlvenlly College of Fine Arts 
855 Commonwealth Avenue 
Boston, Massachusetts 02215 
T 617-353-3350 F 611-353-5331 
www.bu.edu/cfa 
Data will be stored in locked files only accessible to the Principal Investigator and her 
dissertation advisor and destroyed at the end of the research. All research data will be 
assigned a code. The list that links the name of subjects to their code will be kept 
separately in a locked cabinet. The signed consent forms will be kept separate from the 
research data_ 
Voluntary Participation 
Your participation in this research is purely voluntary. Refusing to participate or 
discontinuing participation will involve no penalty or loss of benefits to which you are 
otherwise entitled. Should you discontinue participation, you can request that all data 
previously collected be destroyed. You may refuse to answer any question in the 
on the questionnaire. 
Contacts 
If you have questions regarding this research, either now or at any time in the future, 
please feel free to ask them_ The Principal Investigator- Allison Sanders at 781-331-
7229 or at <'.::lndcr,~;btJ.cdu will be happy to answer any questions you may have_ 
Questions may also be addressed to the faculty advisor - Professor Ronald Kos at 617-
358-5178. You may obtain further information about your rights as a research subject 
by calling David Berndt, the coordinator of the Boston University Institutional 
Review Board for Human Subjects Research at 617-353-4365 or at dbemdt@bu_edu_ 
Agreement to Participate 
I have read this consent form. All my questions have been answered. I agree to 
participate in this study. I have been given a copy of this form 
Name of Subject 
Please check one: 
__ I have read this form and consent to participate in the survey. 
__ I have read this form and choose not to participate in the survey_ 
Boston University 
Charles River Campus 
Institutional Review Board 
Valid for use from 
ef--=fo'! to le( 2·+o 
, PeriRBApproval kfz...'l-(o, 
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